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Abstract 
This thesis is an investigation on the acquisition of English aspect morphology 
by Chinese learners, with a special focus on the developmental routes and the effects 
of classroom treatment. Studies in LI and L2 acquisition to date generally support the 
hypothesis that learners first limit the use of a tense/aspect marker to a restricted class 
of verbs according to inherent lexical aspect of the verb, and they gradually expand 
their restricted grammar as they move toward the target-like grammar. However, the 
hypothesis cannot be considered as a universal rule without confirmation from studies 
investigating instructed learners and learners whose native language employs 
parametric values different from their L2 (e.g. LI Chinese, L2 English). Also, 
pedagogical issues have not been addressed in previous studies. 
The study obtained the developmental routes of learners' use of English 
progressive and perfect makings with four types of verbs through comparing the 
appropriate use rates by learners of three proficiency levels. The findings show that, 
for Chinese instructed intermediate learners, the use of progressive is affected by 
lexical aspect, generally conforming to the Aspect Hypothesis (Andersen & Shirai, 
1994). However, their use of perfect is not under the influence of lexical aspect, 
lending credence to the claim that English perfect is an "aspect" in a rather different 
sense from the other aspects. Moreover, the fact that learners performed better in 
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perfect than in progressive marking despite the instruction order, suggests that tense-
aspect development may be closely related to learners' cognitive competence. 
In addition, the study explores the effects of enhanced positive input in 
remedying the biased distribution of learner aspect morphology. Results show that, for 
both progressive and perfect marking, enhanced positive input exerted great positive 
effects immediately after treatment. But the gains were maintained at the delayed 
post-test only for use of progressive marking, which is governed by lexical aspect. 
Three types of treatment (deductive instruction, inductive treatment and combined 
method) did not differ significantly from each other in this short-term experimental 
design; however, a trend in favor of combined method was identified. 
The research contributes to the body of studies in the field of tense-aspect 
acquisition, and helps to further our understanding of the Aspect Hypothesis in the 
context of English learning by a group of instructed Chinese learners. The thesis 
concludes by putting forward pedagogical suggestions. It suggests special attention 
being paid to progressive marking, whose distribution is biased due to lexical aspect 
and which receives development later than perfect marking even though it is 
introduced earlier. Also, enhanced positive input is facilitative because it presents to 
learners a picture of how a verb is marked by different inflections in different contexts 
appropriately, and hence enhances the 丨earning of form-function mapping. 
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Chapter 1 Introduction 
1.1 Introduction 
As an opening for the whole thesis, this part briefly discusses the background 
and the purposes of this study. Section 1.2 introduces the Aspect Hypothesis 
(Andersen & Shirai, 1994) and related tense/aspect acquisition studies. Section 1.3 
summarizes the differences between Chinese and English in terms of tense-aspect 
systems, and points out the gap where the acquisition of English tense/aspect by a 
homogeneous group of Chinese learners has not received much attention. Section 1.4 
makes an argument that the Aspect Hypothesis cannot be considered as a universal 
rule without confirmation from studies investigating instructed learners. Section 1.5 
brings out the pedagogical issue which has not been addressed in previous studies. 
Section 1.6 then states the purposes of this study and its research questions. This 
chapter closes with the overall organization of this thesis. 
1.2 Aspect Hypothesis and related acquisition studies 
An investigation of the acquisition of aspect morphology cannot go without 
mentioning the lexical aspect. Lexical aspect is an inherent part of a verb or predicate 
that expresses the situation or action (Andersen, 1991). Several inherent lexical 
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aspectual distinctions, state / dynamic, durative / punctual, and telic / atelic 
distinctions are captured by the verb classification. This study adopts the widely 
recognized four-way classification proposed by Vendler (1967): states (-dynamic, 
+durative, -telic), activities (+dynamic, +durative, -telic), accomplishments 
(+dynamic, .durative, +telic), and achievements (+dynamic, -durative, +telic). The 
above-mentioned classification has great relevance to language acquisition, because 
lexical aspect has been repeatedly proved in literature to either facilitate or deter the 
learning of both LI and L2 tense-aspect systems. 
A generalization of the effects of lexical aspect in LI and L2 tense-aspect 
acquisition was given in the Aspect Hypothesis (Andersen, 1991; Andersen & Shirai, 
1994), also referred to as the Defective Tense Hypothesis (Andersen, 1991; Weist et 
al., 1984), or Primacy of Aspect (POA) Hypothesis (Robinson, 1990). Learners first 
use verbal morphology to mark lexical aspectual distinctions (stative vs. dynamic, 
durative vs. punctual, telic vs. atelic), resulting in a limited interlanguage system in 
which a tense/aspect marker is used to mark a restricted class of verbs according to 
the inherent aspect of the verb. As learners gradually move towards the target use, 
they start to expand their grammar from using a tense/aspect marker to mark a 
restricted class of verbs to a whole range of verbs, while at the same time the effects 
of lexical aspectual distinctions start to diminish. Therefore, early interlanguage 
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systems usually show a biased use of verb inflections with certain type of verbs (c.f. 
Robinson, 1995). 
Andersen and Shirai (1994) proposed the Aspect Hypothesis to account for the 
biased distribution of verbal morphology at a given time and the developmental 
sequences. There are four accounts of the aspect hypothesis (Andersen & Shirai, 1996) 
can be summarized as follows: 
(i) Perfective past emerges first in achievement verbs, and then extends its use to 
accomplishments, activities, and finally states; 
(ii) Imperfect past emerges later than perfective past, and its use spreads from 
states, to activities, accomplishments, and finally achievements; 
(iii) Progressive marking begins with activity verbs, and then extends to 
accomplishment or achievement verbs; 
(iv) Progressive markings are NOT incorrectly overextended to states. 
Several factors have been proposed to account for the biased distribution. Among 
them, the relevance/congruence in meaning, the frequency in input, and the 
prototypicality of lexical aspect are considered as the major factors, conspiring 
together to drive the acquisition of tense/aspect morphology. Verbs first learned with a 
certain verbal morphology are (a) those whose meanings have direct relevance to the 
meaning of the inflection (c.f. Bybee, 1985; Slobin, 1985: the Relevance Principle); (b) 
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those that are used frequently in that inflection in the input (c.f. Andersen, 1991, 1993: 
Distributional biased hypothesis); (c) those that are prototypical of the inflection's 
functional interpretation in terms of lexical aspect (c.f. Wulff et al.，2009: Prototype 
theory). 
The hypothesis has been supported and confirmed by cross-linguistic studies 
carried out in different contexts and populations from various LI backgrounds. There 
have been investigations of child acquisition, adult acquisition, natural acquisition and 
instructed learning, learner from a single LI background and various mixed LI 
backgrounds, etc. 
It thus was claimed that the influences of lexical aspect in the acquisition of 
verbal morphology is a universal rule independent of first language and target 
language, and independent of the mode of learning, i.e. natural acquisition and 
instructed learning. 
However, this study argues that such generalization would require further 
investigation into a population whose first language is parametrically different from 
the target language, and who leams predominantly through classroom instruction. 
1.3 L2 learners of English whose native language is Chinese 
Chinese does not inflect verb for tense (Li & Thompson, 1981), and this fact 
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even has led some to argue that Chinese is a tenseless language (e.g. Yang & Huang, 
2004). Though whether Chinese could be defined as a tenseless language or not is still 
under debate, it could be safely concluded that Chinese is very different from English, 
which forces inflection on the verb. In terms of aspect markers, Chinese has several of 
them, e.g. zai, le, to mark progressive and perfect aspect, there is no change of verb 
forms involved as in the case of English. In Chinese, the expressions of temporal 
locations of events and the aspectual distinctions rely heavily on pragmatic devices, 
i.e., context clues, chronological order, etc., lexical expressions, i.e., yesterday, last 
week, etc., or indirectly by aspect markers (Yang & Huang, 2004). Therefore, Chinese 
is considered to be a language possessing parametric values different from English in 
terms of tense-aspect system. 
The generalization of the Aspect Hypothesis was largely derived from 
acquisition studies involving LI and L2 sharing very similar parametric values in 
terms of tense-aspect system (e.g. Andersen, 1991: LI English, L2 Spanish; Bardovi-
Harlig & BergstrSm, 1996: LI English, L2 French). Only a small number of studies 
have involved the acquisition of a [+tense] L2 by a homogeneous group of [-tense] LI 
speakers (Bayley, 1994; Giacalone Ramat & Banfi 1990; Sato 1990; Wolfram 1985; 
Yang & Huang 2004). However, these studies did not evaluate the effects of lexical 
aspect with regard to the Aspect Hypothesis. What remains still unclear is the effect of 
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lexical aspect in acquisition where the LI and L2 do not share similar values in tense-
aspect system, such as LI Chinese and L2 English. 
1.4 The issue of learning environment on acquisitional sequences 
Previous studies have largely investigated natural acquisition, and language 
acquisition in a mixed environment. A series of Bardovi-Harlig's studies (e.g. 
Bardovi-Harlig, 1992a, 1994) claim that instructed learners also demonstrate very 
similar developmental patterns found in uninstmcted learners, and thus concluded that 
the environment does not influence the essential acquisitional sequence for tense and 
aspect, and the development of tense-aspect system may be part of what Van Patten 
(1990) called "the core of SLA—a learner does in common to all contexts". The 
population investigated in these studies were actually "mixed learners" (R. Ellis, 
1984), who received classroom instruction in the native country, and had contact with 
native speakers in daily life. It seems that the Aspect Hypothesis cannot be rashly 
extended to the interlanguage patterns of L2 learners who purely receive classroom 
instruction in their mother countries. This research gap will also be addressed in the 
present study. 
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1.5 Pedagogical issues 
Despite the extensive inspections on the developmental patterns, the pedagogical 
issues were rarely touched. Only Bardovi-Harlig and Reynolds (1995) made a 
suggestion to use positive evidence, without reporting systematic quantitative results, 
and without comparing different teaching methodologies. 
Yang and Huang (2004) argue that the early start of the use of tense markers as 
forced in classroom instruction, combined with the LI (Chinese) reinforcement of the 
tendencies for learners to rely more on pragmatic and lexical devices instead of 
grammatical devices, result in an extended period of acquisition of English temporal 
expressions. Since classroom instruction does not always play a positive role, an 
investigation into the issue of how to optimize classroom instruction becomes an 
urgent need. As suggested by Bardovi-Harlig (1992a), to teach a language involves 
not only teaching the form, but also teaching the associations between form and 
meaning. What we can do to improve the teaching, even if the teaching can only 
change the acquisitional rate but not acquisitional route? 
1.6 Purposes of this study 
To summarize, this study furthers previous research by investigating the role of 
lexical aspect in the learning of English aspect morphology by a homogeneous group 
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of instructed Chinese learners. Also, it takes a step forward to measure the effects of 
classroom instruction, with an aim to locate the most beneficial method to teach not 
only the form, but the form-meaning interaction. 
Gaps in previous studies have been mentioned in several different sections. To 
sum up, the effects of lexical aspect on second language acquisition has been 
extensively studied, but very few of the studies were dedicated to instructed learners 
of English, especially learners who speak Chinese, a tenseless language. This group of 
learners may have very different acquisition process and acquisition outcome when 
compared to natural learners and mixed learners. Moreover, it remains relatively 
untouched whether input can facilitate the learning of aspect morphology and how. 
These gaps then give rise to the following three main research questions of this study: 
1. Are the developmental routes of English aspect morphology, namely 
progressive and perfect, in instructed Chinese learners affected by lexical aspect? If 
yes, how does it confirm or disprove the aspect hypothesis? If no, what are the 
underlying reasons? 
2. What are the characteristics of the interlanguage aspect morphology of 
instructed Chinese learners? 
3. Will enhanced positive evidence, as a kind of classroom input, benefit the 
development of aspect morphology? If yes, how to optimize the effects of enhanced 
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positive i n p u t b y explicit deductive instruction, or explicit inductive treatment, or 
possibly a combination of both? 
1.7 Organization of this thesis 
This thesis is divided into five parts. 
Chapter One—Introduction aims to give readers a general idea of the theoretical 
background and purposes of this study. 
Chapter Two一Literature Review starts with an introduction of tense-aspect 
concepts and terminologies, such as grammatical aspect, lexical aspect and Vender's 
classification of verbs. It then gives a detailed explication of the Aspect Hypothesis, 
and an extensive review on both LI and L2 acquisition studies in relation to the 
Aspect Hypothesis. Several theories proposed to account for the Aspect Hypothesis 
are also discussed. The rest part of this chapter discusses the three new dimensions 
this study adds to the existing literature, namely the acquisition of English 
tense/aspect by Chinese learners, the acquisition sequence of instructed learners, and 
the effects of classroom instruction as a type of input. This chapter ends with a 
summary of the research gaps in existing literature. 
In Chapter Three一Research Questions and Methodology, three research 
questions are raised, and the research design employed in this study is presented. This 
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chapter also gives a description of details of operationalization and statistical 
procedures of data analysis. 
Chapter Four~Results and Discussion reports the findings of this current study, 
and offers explanations and justifications for the results. The findings are organized in 
a way to fit in each research question, and each finding is accompanied by 
corresponding discussion. 
Chapter Five—Conclusion begins with a summary of the findings and answers 
to each of the research questions, followed by pedagogical suggestions derived from 
the findings, and ends with an account of limitations of this current study and some 
suggestions for future research. 
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Chapter 2 Literature Review 
2.1 Introduction 
This chapter extensively reviews the key concepts and theories this current 
study is grounded in. It begins with an introduction of the tense-aspect terminologies, 
including tense, aspect, grammatical aspect, and lexical aspect, and classification of 
verbs according to lexical aspect. It then explicates one of the key theories in the field 
of acquisition of tense/aspect~the Aspect Hypothesis, findings of both LI and L2 
acquisition studies in relation to Aspect Hypothesis, as well as reasons proposed to 
account for the Aspect Hypothesis. In the rest part of this Chapter, three dimensions 
barely touched in the field of acquisitional sequences of tense/aspect under the 
influence of lexical aspect are also discussed: (a) acquisition of English tense/aspect 
by Chinese learners, (b) the acquisitional sequences of purely instructed learners, and 
(c) the effects of classroom treatment on remedying the biased distribution of aspect 
markings caused by lexical aspect. 
2.2 Introduction to the tense-aspect terminology 
2.2.1 Tense 
To present a brief overview of the tense-aspect system, three important concepts 
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should be introduced here: tense, grammatical aspect, and lexical aspect. Tense is the 
location of an event in time (Comrie, 1985). It "relates the time of an event to the time 
of speaking or some other reference point on a time line" (Andersen, 1993, p.313). 
For example, in the sentence "I saw Jane yesterday", the past tense indicates that the 
event happened prior to the moment of speaking. While in the sentence “He is reading 
a book now，’，the present tense indicates that the event is happening currently at the 
time of speaking. 
2.2.2 Aspect—grammatical aspect and lexical aspect 
Aspect involves speaker's perspective on the temporal course of an event, 
action or process一"ways of viewing the temporal constituency of a situation" 
(Comrie, 1976, p.3). For example, "he smiled'md "he was smiling' share the same 
tense一past tense, but differ in aspect~the former views the event as a completed one 
happened in the past, while the latter views the event as ongoing, without any specific 
endpoint. In "he smiled", the act "smile" is depicted as a completed self-contained 
event happened in the past; while in "he was smiling", the act "smile" is viewed as an 
ongoing process while it was happening. 
Literatures also distinguish two types of aspect, grammatical aspect and lexical 
aspect. Grammatical aspect refers to "aspectual distinctions which are obligatorily 
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encoded in a specific language" (Andersen, 1991, p. 308). Explicit linguistic devices, 
usually auxiliaries, inflections, or periphrastic expressions must be used to mark the 
particular aspectual distinction in a particular language. 
Different from grammatical aspect, lexical aspect, also known as inherent 
aspect or Aktionsart, is not explicitly encoded in morphology. It inherently attaches to 
the situation or action the verb or predicate represents. "Lexical aspect" means aspect 
is expressed lexically by the inherent lexical semantics of the verb (Dowty, 1986). The 
examples of verbs in each lexical aspectual class are given in the next section. 
2.2.3 Vendler's four-way classification of verbs 
Vendler (1967) gave a four-way classification to verbs according to their 
inherent lexical aspect: states, activities, accomplishments, and achievements. 
States一sustained action without any additional energy, e.g. see, love, know, want; 
activities一dynamic and durative situations, which is homogeneous in its structure, 
e.g. sing, run, dance; achievements一punctual events that take place instantaneously, 
e.g. kick, recognize, reach the summit; accomplishmentsdurative situations with a 
clear end point signaling the completion of the event, e.g. run a mile, build a house, 
write a letter. These four classes can be distinguished by three parameters: punctual 
1 3 
(i.e., no duration, the opposite is durative), telic (i.e., with an end point, the opposite is 
atelic), and dynamic (i.e., requiring energy). The classification captures the semantic 
features of a verb, showing whether the event the verb denotes is a state, or a dynamic 
action, and if it is an action, whether it is a durative action, momentary action, or 
possibly a combination of both. Among the four classes, accomplishments and 
achievements are telic, while states and activities are atelic, only achievements are 
punctual, and only states are non-dynamic. Table 1 summarizes the semantic features 
of the four types of verbs. 
Table 1 
Semantic features for the four categories of inherent lexical aspect * 
Lexical aspectual classes 
Semantic 
features States Activities Accomplishments Achievements 
Punctual — + 
Telic 1 1 + + 
Dynamic + + + 
* From Andersen, 1991 
Besides Vendler's four-way classification introduced in section 2.2.3, there are 
other classification methods, e.g. stative versus dynamic distinction (Robinson, 1990), 
and punctual versus durative (Robinson, 1990). This study chooses to follow 
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Vendler's classification because it "divides verbs more finely than any binary 
distinction" (Bardovi-Harlig & Bergstrom, 1996, p. 322). Also, as mentioned by the 
Aspect Hypothesis, learners' use of inflections spreads from marking a restricted class 
of verbs to marking all classes of verbs. Therefore, when the spread of an inflection 
occurs only in one semantic class, it could still be easily detected when adopting 
Vendler's four-way classification. 
It is critical to make a distinction between a lexical item and the situation or 
event the lexical item represents here. Lexical aspect is not inherent in a single lexical 
item of a verb, though it is true with most of the states (e.g., know) and activities (e.g., 
run). Instead, it is inherent in the situation or event. In other words, “it is associated 
not with a single verb, but with the entire predicate or even the entire proposition" 
(Andersen, 1991, p. 310). Particles usually play an essential role in determine the 
inherent lexical meaning of the predicate: eat could be interpreted as a durative and 
non-telic event, while eat up is clearly telic with an end point. 
2.3 Aspect hypothesis and related acquisition studies 
2.3.1 Aspect hypothesis 
For more than three decades, there has been considerable interest in the 
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acquisition of tense-aspect morphology. A number of studies have been conducted to 
investigate child LI acquisition, and adult L2 acquisition with learners from a wide 
variety of LI backgrounds and target languages. Among them, a significant 
phenomenon has been widely identified: learners tend to limit a tense/aspect marker 
to a restricted class of verbs according to the inherent aspect of the verb. This is later 
identified as the Aspect Hypothesis (Andersen, 1991; Andersen & Shirai, 1994), also 
referred to as the Defective Tense Hypothesis (Andersen, 1991; Weist et al.，1984), or 
Primacy of Aspect (POA) Hypothesis (Robinson, 1990). According to the aspect 
hypothesis, learners first use verbal morphology to mark lexical aspectual distinctions 
(stative vs. dynamic, durative vs. punctual, telic vs. atelic) instead of tense distinctions, 
and as they gradually move towards the target use, they "begin to interpret tense 
inflections actually as markers of tense per se" (Andersen, 1991, p. 306). Note that by 
saying "aspect", lexical aspect instead of grammatical aspect is referred to. It would 
lead to much misunderstanding if this point is not clarified. The four accounts of the 
Aspect Hypothesis is summarized as follows (Andersen & Shirai, 1994): 
(i) Perfective past emerges first in achievement verbs, and then extends its use 
to accomplishments, activities, and finally states; 
(ii) Imperfect past emerges later than perfective past, and its use spreads from 
states, to activities, accomplishments, and finally achievements; 
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(iii) Progressive marking begins with activity verbs, and then extends to 
accomplishment or achievement verbs; 
(iv) Progressive markings are NOT incorrectly overextended to states. 
The following two sections, 2.3.2 and 2.3.3 present a review of LI and L2 
acquisition studies. Despite the extensive number of studies, the acquisitional 
sequence of English perfect aspect in relation to lexical aspect has been left out. While 
Bardovi-Harlig (1997) investigated the acquisition of present perfect and pluperfect, 
the focus is not on the effects/non-effects of lexical aspect on the acquisitional 
sequence of perfect aspect. Actually, perfect aspect is concerned about relevance; it is 
used to indicate a relation between a state and a previous event that has resulted in 
that state. On the other hand, the other aspects are employed to indicate the internal 
temporal constituency of verbs. The difference between perfect and other aspects have 
led to many doubts on whether perfect is a type of aspect at all (according to Comrie, 
1976). A look at the acquisitional sequence of perfect aspect may help to reveal 
whether perfect is similar to or different from the other aspects. 
2.3.2 LI acquisition studies 
A number of studies have found that children develop their LI verbal 
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morphology to encode aspect instead of tense first (e.g. Bloom & Hamer, 1989; Smith 
& Weist, 1987; Weist et al., 1984). 
Andersen (1990) reviewed seven studies concerning the relationship between 
children's verbal morphology and different semantic class of verbs, and concluded 
from the evidences that child learners are conservative in their use of verbal 
inflections, even though some inconsistencies are found among the seven studies. It is 
concluded from the English, Italian, and Spanish data that, in first language 
acquisition, children between the ages of 18 months and two and a half years restrict 
their use of certain types of verbal morphology to certain semantic class of verbs. Past 
and perfective inflections are restricted primarily to accomplishments and 
achievements, while progressive inflections are restricted primarily to activities. The 
study also compared two aspect inflections in Spanish, imperfective past and 
perfective past. Imperfect past could have two functions: (a) to mark a habitual action 
in the past; and (b) to mark a continuing action that was happening at some point in 
the past. Results showed that imperfective past emerge later than perfective past, and 
they are initially restricted to activities and states. In short, perfective past and 
imperfective past markings are distributed unequally across the four semantic verbal 
classes. 
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2.3.3 L2 acquisition studies 
Empirical studies have investigated impacts of lexical aspect on the acquisition 
of verbal morphology in different populations and from various perspectives一child 
acquisition and adult acquisition, natural acquisition and instructed learning, single LI 
background and mixed LI background, etc. 
Andersen (1991) studied the natural acquisition of two past inflections in 
Spanish, the preterit and the imperfect, by two English speaking children at two time 
periods. In Spanish, "preterit" treats the event as a single realized package, while 
"imperfect" attempts to capture the internal movement as it is happening. At the 
beginning, the verbs appeared as unmarked base forms. The acquisition process was 
headed by the first explicitly encoded verb—punctual (achievement) verb break, used 
in its perfective form. This was followed by the use of imperfective with state verb 
had, which was in turn followed by imperfective with activity verbs, and perfective 
with accomplishment verbs. Perfective with state verbs and imperfective with 
achievement verbs, the last two to appear in the acquisition map, marked the full 
acquisition of imperfective and perfective in Spanish. To view the acquisition of 
imperfective and perfective independently, we see that the use of perfect marking 
started with achievement verbs, followed by accomplishment verbs, and then 
gradually spread its use to activity verbs, and ultimately state verbs. The use of 
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imperfective form, contrastively, started with state verbs, followed by activity verbs, 
and then gradually spread its use to accomplishment verbs and finally achievement 
verbs. 
This hypothesis has been confirmed by many other L2 acquisition studies. 
Andersen and Shirai (1994) suggested that adult learners are constrained by the 
primacy of aspect in their speech. Andersen and Shirai (1996) confirmed the primacy 
of aspect hypothesis for both LI and L2 acquisition. Robinson (1990) confirmed that 
in L2 acquisition, verbal morphemes initially mark lexical aspect regardless of their 
function in the target language. Robinson (1995) examined the relation between 
inflection and lexical aspect, and proposed that verb inflections in early interlanguage 
systems function primarily as markers of lexical aspect independent of the target 
language. 
Bardovi-Harlig and her colleagues have conducted a series of acquisition studies 
with a group of learners of English as a second language coming from various LI 
backgrounds (Bardovi-Harlig, 1992a, 1994, 1997; Bardovi-Harlig & Raynolds, 1995). 
This part of literature review shall selectively choose Bardovi-Harlig (1992a) and 
Bardovi-Harlig & Bergstrmn (1996) for a detailed account, because these two studies 
(i) investigated a substantial number of learners from various LI backgrounds; (ii) 
claimed to investigate instructed learners; (iii) provided grounds for methodological 
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design for this present study; and (iv) gave rise to research questions that this present 
study is interested to look at. 
Bardovi-Harlig (1992a) looked into the relationship of form and meaning in the 
interlanguage system of adult L2 learners of English in a cross-sectional study, and 
found that the appropriate use lags behind formal accuracy. The participants are 135 
adult learners at six proficiency levels from beginning to advanced. The learners, 
coming from fourteen different LI backgrounds, constituted the intact student body of 
the Intensive English Program of the Center for English Language Training at the 
Indiana University. In the study, data were mainly collected from a cloze test, with 
students' compositions as an additional source. Bardovi-Harlig (1992a) concluded, 
“the development of form and meaning progress are at different rates" (p. 261): (i) For 
each level, the development of appropriate use always lagged behind that of formal 
accuracy; (ii) Formal accuracy was well-developed (over 88% accuracy rate) by Level 
3 (low-intermediate proficiency), but they could hardly get any noticeable 
improvement beyond Level 3; (iii) For the development of meaning, learners scored 
very low in the lower proficiency levels (Level 1 & 2)，and they gradually improved 
level by level, but still had noticeable gaps with their performance in formal accuracy 
respectively. Also, the inappropriate uses appear to be systematic when giving a 
distributional analysis to the simple past targets in the cloze passage. The author 
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proposed a second factor, discourse organization, to account for some inappropriate 
uses. The inappropriate association between form and meaning still exists when 
learners can perform fairly well in formal accuracy. 
Bardovi-Harlig and Bergstrom (1996) studied the acquisition of tense and aspect 
in two populations, learners of English as a second language (ESL) and learners of 
French as a foreign language (FFL), with the purpose to determine whether instructed 
second/foreign language learners follow the same acquisitional sequence for 
tense/aspect, i.e., showing primacy of aspect just as uninstmcted learners. Both 
populations under investigation are instructed learners, and they were required to 
complete a written narrative on a given short film. The examination of the spread of 
past, imperfective, and past progressive reveals that the acquisitional patterns found in 
both instructed populations show primacy of aspect effects proposed by the Aspect 
Hypothesis (Andersen & Shirai, 1994). Compared with findings of previous literature, 
the patterns exhibit great similarities with those for uninstmcted learners. The authors 
propose that environment does not influence the essential acquisitional sequence for 
tense and aspect, and concluded that that the development of tense-aspect system may 
be part of what Van Patten (1990) called "the core of SLA—a learner does in common 
to all contexts". 
This paragraph will give a brief discussion about the methodological design of 
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Bardovi-Harlig (1992a) and Bardovi-Harlig and Bergstrom (1996). First, by 
examining the full spectrum of proficiency levels, Bardovi-Harlig (1992a) found out 
the general developmental tendency of formal accuracy, appropriate use, and the 
relationship between the two. The fact that the participants are from fourteen different 
LI backgrounds makes them representative of a wide range of global population, but 
at the mean time excludes LI influence from the independent variables. However, as 
LI influence a prominent factor in L2 acquisition, its interplay with lexical aspect will 
surely be an interesting issue to look at for future studies. Second, Bardovi-Harlig 
(1992a) gave a distributional analysis of the simple past targets in the cloze passage, 
and answered why learners' development of appropriate use lags behind that of formal 
accuracy. The distributional analysis, while a good data analyzing strategy, is however 
quite limited in this study in that only past tense was analyzed and the number of the 
targets is quite small (only 6). Bardovi-Harlig and Bergstrom (1996) involves 
substantial sample, however, the free production data and the unbalanced number of 
verbs in each aspectual class may cause problems in the comparison between 
participants. Authors themselves were aware of the need for a more controlled 
elicitation technique. Third, the composition task adopted by Bardovi-Harlig (1992a) 
provides authentic written texts of the participants. However, the data is "limited" 
since "not all learners structured their essays in such a way that they can be compared 
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easily to the data from the cloze passage" (p.270). 
In the discussions of both Bardovi-Harlig (1992a) and Bardovi-Harlig and 
Bergstrom (1996), classroom instruction is not the main factor of this phenomenon. 
Firstly, the inappropriate association between form and meaning are "linguistic based" 
(Bardovi-Harlig, 1992a, p.272) systematic patterns, which are apparently not included 
in classroom curriculum. Secondly, this type of association was found by literatures— 
in both foreign and host environments, tutored and untutored settings, and children 
and adults acquisition, showing that it is a natural pattern of development (e.g., 
Kaplan, 1987; Trevise, 1987; Veronique, 1987). Thirdly, "instruction can alter the rate, 
but not the route" (p.273), and this is supported by much research (e.g. R. Ellis, 1985; 
Pienemann, 1989). In a word, as Bardovi-Harlig (1994) had concluded, it is 
acquisitional prerequisites, not instruction, that plays a crucial role in the acquisitional 
sequences. 
One thing worth pointing out is that the participants in their study were 
classroom instructed learners at one hand, but they had been living in the American 
society at the time of testing. They actually belonged to the type of "mixed learners" 
(Ellis, 1984)~they were both instructed and contact learners who had the chance to 
communicate with native speakers. It then naturally leads to the question: how will L2 
learners who purely receive classroom instruction behave? 
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In addition, as suggested by Bardovi-Harlig (1992a), to leam a second language 
tense and aspect system, a learner should not only leam the morphosyntactic rules of 
marking tense and aspect, but also leam how grammatical aspect interacts with lexical 
aspect, i.e., how to map forms appropriately with functions. What we can do to 
improve the teaching, even if the teaching can only change the acquisitional rate but 
not acquisitional route? 
2.3.4 Acquisitional order 
Temporality in English can be expressed in several different ways: by verbal 
morphology, by the inherent aspectual meaning of the verb, and by temporal 
adverbials. It is generally agreed in the literature that learners' expression of 
temporality displays a developmental pattern. As has been described in many studies 
mentioned above, learners' using of verbal morphology is constrained by the inherent 
lexical aspect, resulting in a sequence that certain type of verbs are used earlier while 
others are used later with a certain inflection. Studies also point out that before verbal 
morphology is used productively, learners rely more on adverbials, calendric 
expressions, context cues, and so forth in expressing temporality. 
Schumann (1987) studied the expressions of temporality in basilang speech (the 
earliest stage of second language development), and found that basilang speakers 
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generally lack verb morphology, and they made no aspectual distinctions in their 
speech. In this stage prior to either aspect or tense, learners rely solely on the 
pragmatic functions of adverbials {last night, yesterday, always, etc.), calendric 
expressions (dates, years, and numbers, etc.), sequentiality (by fixing a temporal 
reference point and using sequence of utterances to reflect the temporal order of 
reported events), and context (implicit reference) to express temporality一the 
expression of temporality is governed by general cognitive mechanisms. 
Similar findings have been identified by Trevise (1987) and Veronique (1987). 
The impact of temporal adverbials on tense acquisition has also been studied (Dietrich 
et al. 1995; Bardovi-Harlig 1992b). More and more scholars, e.g., Mclaughlin (1987) 
choose to give a more dynamic and process-oriented account of interlanguage一they 
describe this interlanguage development in terms of a continuum instead of stages. In 
their interlanguage continuum, learners initially tend to rely heavily on chronological 
order for expressing temporal locations, and then gradually come to rely more on 
temporal adverbials and connectives, and as they develop in the interlanguage 
continuum, the heavy reliance on pragmatic and lexical devices would finally be 
shifted to verbal morphology. 
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2.3.5 Accounts for the Aspect Hypothesis 
Andersen (1993) tried to account for the systematic underdeveloped 
interlanguage system by cognitive and linguistic universals. For cognitive reasons, the 
learner is incapable of perceiving, processing, and internalizing certain form-meaning 
relationships. For linguistic reasons, the foreground would be more accessible to 
learners than the background. For example, in marking past and perfective, learners 
perceive achievements and accomplishments as foreground; while in marking 
progressive, learners perceive activities as foreground, and the other verbs as 
background. 
2.3.5.1 Relevance Principle 
The Relevance Principle (Bybee, 1985; Slobin, 1985) has been used as one of 
the explanations for the Aspect Hypothesis. The Relevance Principle holds that, if the 
meaning of an inflection has direct relevance to the meaning of a lexical item, that 
inflection is more naturally attached to the lexical item. 
Past and perfective inflections，referring to finished events, are both naturally 
associated with telic and punctual events, which are finished and over by nature. In a 
similar way, progressive morphology typically refers to an on-going event, and is 
naturally associated with durative verbs, because both the aspect and the stem of the 
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verb express the meaning of "durative, ongoing". Present morphology describes 
situations that are continually true, and thus most naturally associated with states, 
which continue to exist without an end point. The relevance Principle predicts that 
"learners will initially attach an inflection to a verb stem according to the inherent 
aspect of the verb" (Andersen, 1993, p. 313). 
2.3.5.2 Congruence Principle 
According to Andersen (1993), the Relevance Principle is mediated by the 
Congruence Principle: "a grammatical morpheme is used by learners according to 
how congruent the meaning of the morpheme is with the meaning of the lexical item 
to which it is attached" (p. 313). The Relevance Principle and the Congruence 
Principle govern language learners and proficient native speakers alike—in the speech 
of proficient native speakers, there also exists a restricted use of certain types of verbs 
in marking verbal morphology. According to Andersen, governed by the two 
principles, native speakers also produce restricted speech, but in a way appropriate to 
the contexts. For second language learners, the impacts of the two principles, 
combined with their practice of modeling after native speakers' speech, making their 
speech severally restricted and usually not appropriate to the contexts. 
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2.3.5.3 Determinism 
Determinism explains the Aspect Hypothesis from another angle. When the 
form-meaning relationship is clearly and uniformly encoded in the input, "the learner 
will discover it earlier than other form-meaning relationships and will incorporate it 
more consistently within his interlanguage system" (Andersen, 1991, p.320). 
2.3.5.4 One-to-One Principle 
According to Andersen (1984), learners tend to only attach a verbal inflection to 
verbs that are congruent in meaning with the meaning of the inflection. For example, 
the progressive inflection is only attached to activity verbs which express the most 
congruent meaning with the meaning of progressive aspect, while perfect inflection is 
only attached to punctual verbs which express the most congruent meaning with the 
meaning of perfect aspect. 
2.3.5.5 Subset Principle 
According to Hyams (1986, p.24) and also Pinker，s related Continuity 
Assumption (Pinker, 1984, p. 6-9), the form-meaning relation in learners' 
interlanguage is more conservative一actually a logical subset of fully proficient native 
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speakers' form-meaning relation. Learners' verbal morphology is initially restricted 
and conservative, and over time they gradually extend the use of individual inflection 
to a wider range of verbs, until the inflection can be used with all verb types like the 
native speakers do. 
2.3.5.6 Distributional biased hypothesis 
Andersen (1991, 1993) found that the verb distributional patterns in the input 
available to L2 learners are similar to those observed in L2 learners' productions. 
Andersen and Shirai (1994) observed that "native speakers in interaction with other 
native speakers tend to use each verb morpheme with a specific class of verbs, also 
following the Aspect Hypothesis" (p. 137). Andersen and Shirai (1996) identified a 
child-directed speech in mothers or caretakers' language. The findings lend credence 
to the Relevance Principle and Congruence Principle in explaining the Defective 
Tense Hypothesis, and also suggest that learners' biased production may be a result of 
modeling after the already biased input. 
2.3.5.7 Discourse motivations 
Native speakers and second language learners follow similar skewed distribution 
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of verbal morphology indicated by the Aspect Hypothesis, though proficient native 
speakers have control over a more diverse repertoire of forms and functions while 
learners initially do form-function more conservatively. Andersen and Shirai (1994) 
have identified discourse motivations, as an alternative interpretation for the Aspect 
Hypothesis, to account for this phenomenon. 
In an ongoing discourse, verbs and their corresponding inflections are chosen to 
fulfill the communicative need to distinguish between completed events, simultaneous 
processes, and static background. The parings of verbs and verb inflections are largely 
influenced by how relevant the meaning of the inflection is to the meaning of the 
lexical verb (Relevance Principle) and how congruent the morpheme is with the 
aspectual meaning of the verb (Congruence Principle). 
Learners are first conservative in their use of verbal morphology because of (1) 
the discourse motivation (they are governed by the communication meaning they 
want to convey), and (2) the imitation of native speakers' language use (resulting that 
learners' restricted use of verb morphology as a subset of that of native speakers). As 
they progress, learners would extend their grammar and move beyond the earlier 
prototypical uses. And they could get control over the use of morphemes such that 
they intentionally impose their own perspective on the verbs. 
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2.3.5.8 Prototype theory 
According to prototype theory, categories have graded structures (Rosch, 1975). 
A category is no longer categorical. Instead, it consists of a family of exemplars with 
some of them being the "best", the central, the prototypical ones, and some of them 
being the peripheral, borderline instances. In language acquisition, the prototypical 
exemplars, which usually are the most frequent ones, serve as the pathbreaking items 
for the acquisition of the category as a whole. The prototype as an idealized central 
description is the best example of the category (Rosch, 1975). "Optimal initial 
acquisition should occur when the central members of the category are presented early 
and often" (Wulffet al., 2009, p. 366). Therefore, the best way to teach past tense is to 
use achievement verbs (e.g. finish), which associate with telic end of the continuum, 
as examples; while the best way to teach progressive aspect is to use activity verbs 
(e.g. walk), which associate with atelic end of the continuum as examples. 
2.4 The temporality systems in English and Chinese 
According to Binnick (1991), English marks tense morphologically. It can be 
realized by grammatical inflections on the verb (e.g. walk vs. walked), by using 
auxiliary words (e.g. will walk), or by both (e.g. has walked). According to Leech and 
Svartvik (1994), English has two simple tenses, the present tense and the past tense, 
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and two marked aspects, the progressive aspect and the perfective aspect. The present 
and past tenses are interwoven with the progressive and perfective aspects, and can 
form combinations with them. 
English marks both tense and aspect by grammatical inflections on the verb. 
Tense morphemes include -ed, -s, -0, and irregular forms. The be auxiliary and the -
ing suffix signify the grammatical progressive aspect, while the have auxiliary and 
past tense inflection on the verb {-ed and irregular forms) signify the grammatical 
perfect aspect. 
In Chinese, the expression of temporal locations of events relies heavily on 
pragmatic devices, i.e., context clues, chronological order, etc., lexical expressions, 
i.e., yesterday, last week, etc., or indirectly by aspect markers (Yang & Huang 2004). 
However, Chinese does mark perfective and imperfective by adding a number of 
aspect markers, e.g. le, guo, zai, zhe in Mandarin, to the verb (Wang, 1985). But 
different from the tense markers in English, this small group of aspect markers in 
Chinese is not obligatory. The perfective marker le views an event as a completed 
total, and the other perfective marker guo is an experiential aspect marker, suggesting 
that the event has been experienced at least once before. The imperfective marker zai 
indicates the event the verb represents is ongoing, and the other imperfective marker 
zhe presents a continuous and stable situation (Li & Bowerman, 1998). Though both 
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languages rely on temporal adverbs and auxiliary verbal phrases in expressing 
temporality, different from English, which obligates the inflections on verbs, Chinese 
does not change verb forms to indicate tense (Li & Thompson, 1981). In this sense, 
Chinese employs parametric values in tense-aspect system different from English. 
2.5 Acquisition studies on Chinese learners 
Many of the previous studies have explored the acquisition of [+tense] 
languages by learners whose first languages are also [+tense] languages (Andersen, 
1991; Slaberry, 1999; among others), or by a group of learners with mixed LI 
backgrounds (Baradovi-Harlig 1992; Bardovi-Harlig and Reynolds 1995; Schumann 
1987). Only a small number of studies have involved the acquisition of a [+tense] L2 
by a homogeneous group of [-tense] LI speakers (Bayley, 1991, 1994; Giacalone 
Ramat & Banfi，1990; Wolfram, 1985; Sato, 1990; Yang & Huang 2004). 
Barley (1994) studied past tense marking in English of Chinese speakers. Dahl 
(1985) has presented some Mandarin Chinese particles in tense/aspect categories. 
Yuan (1992) looks at the differences and similarities between Chinese and English 
from the perspective of Universal Grammar, and maintains that Chinese can be said to 
form of superset of English, because Chinese grammar is more general than English 
grammar. 
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Sun (2000) studied a group of Chinese speakers studying at the U.S., and 
suggested that both differences and similarities between their LI Chinese and L2 
English alike tend to cause learning difficulties in acquiring English tense and aspect. 
As claimed by Sun, there are several similarities between English and Chinese: (1) 
when describing a present event, Chinese does not change verb forms, nor does 
English for the first and second person singular and plural subject or for the third-
person plural subject; (2) both languages have markers for past events—Chinese has 
the particle le, a perfective aspect, and English generally uses the verb suffix -ed\ (3) 
both languages have markers for perfective event—Chinese mQsyijing, guo, or le to 
mark that the event has been experienced, while English employs verbal inflections 
and the auxiliary have; (4) both languages have markers for progressive—Chinese zai 
before the main verb, and English suffix —ing, and auxiliary be; (5) both languages 
have markers to express future event—jiang/jiangyao in Chinese and will/shall in 
English. 
The author thus concluded that both languages are similar in that they have 
markers for past, progressive and perfect event, but Chinese learners still fail to mark 
the past tense, progressive aspect and perfect aspect appropriately in English. So 
similarities also cause learning difficulty. 
This conclusion is, of course, based on the assumption that the two languages 
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are similar in many ways. However, differences between two languages are not 
mentioned in Sun (2000), neither the issue concerning why the learning difficulty 
should be attributed to similarities rather than differences. For similarity (1), Sun 
(2000) contended that two languages are similar because they both impose no change 
on verb forms. However, it is compulsory to mark tense morphologically in English. 
In the cases where base form is used in English, there usually is a —0 morpheme, 
rather than no tense marking. For similarities (2) through (5), Sun contended that both 
languages have markers for tense and aspect. However, in Chinese, the marking is 
never made on the change of verb forms, but by using particles and adverbials. In this 
sense, the similarities are actually differences. 
2.6 Instructed learners 
As mentioned in section 2.2.3, the participants in Bardovi-Harlig's studies are 
"mixed learners" who are both instructed and contact learners at the same time. They 
could have developed interlanguage differently from learners who learn English 
purely by instruction, such as most Chinese Mainland students. Among many tense-
aspect acquisition studies, Yang and Huang (2004) could be one of the very few which 
examined instructed learners. The participants in that study carried out daily social 
interactions in Cantonese, a major dialect of Chinese spoken in Hong Kong. Yang and 
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Huang (2004) studied the written narratives produced by this group of instructed 
Chinese students at different levels, and suggested the impacts of both classroom 
instruction and the [-tense] LI—Chinese. The study suggested that the Chinese way 
of expressing temporality may reinforce the learners' initial tendencies. Without the 
inflections on the verb, Chinese relies on pragmatic and lexical devices heavily in 
expressing temporality. This feature corresponds with the fact that learners in their 
earlier stages also tend to rely on pragmatic and lexical devices to indicate temporal 
locations. Also, while classroom instruction may force an early start of tense use, the 
LI reinforcement of the learners' initial tendencies actually result in an extended 
period of acquisition of temporal expressions—learners shift very slowly from 
depending more on pragmatic and lexical devices to depending more on grammatical 
devices. 
The parallel timing between the initial stage of language learning and the way of 
expressing temporality in Chinese is not merely a coincidence. Giacalone Ramat 
(1992, p. 298-299) has argued that "the results of language change coincide with or 
parallel (or are not totally unrelated to, at least) the language learning process". 
According to Giacalone Ramat, English and many other languages have gone through 
historical change from relying more on lexical and pragmatic devices to relying more 
on grammatical devices. Learners' initial tendencies reflect a natural pattern in 
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language change. On the other hand, Chinese seems to be an exception in terms of 
temporal expressions. It has kept the feature of using more pragmatic and lexical 
devices than grammatical ones, just as the early languages. 
2.7 Input 
2.7.1 Impacts of input on the acquisition of tense-aspect morphology 
Wulffet al. (2009) conducted corpus-based studies to investigate the impacts of 
input, in terms of frequency distributions, reliabilities of form-function mapping, and 
prototypicality of lexical aspect, on the acquisition of tense and aspect morphology. 
They also tested native speakers'judgment of the prototypicality of verbs by asking 
them to give telicity ratings to each single verb. Positive correlation between use of 
the past tense and mean telicity, and significant negative correlation between use of 
progressive and mean telicity have been found. 
It is concluded that the verbs first learned with a certain morphology are (a) 
those that appear frequently in that morphology in the input, (b) that are distinctive of 
that morphology—the contingency of forms and function is reliable, and (c) those that 
are prototypical of the morphology's functional interpretation in terms of telicity and 
lexical aspect. These factors conspired together to drive the acquisition of linguistic 
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constructions. 
It is worth pointing out that the verbs chosen for telicity rating are bare verbs 
without any arguments or collocates. It has been argued that telicity comes out from 
the interplay of the lexical semantics of a verb and its argument structure. However, 
Wulff et al. (2009) contended that they deliberately investigated verbs in isolation so 
that they could "attribute differences in telicity to the inherent semantics of the verb 
rather than its meaning in context" (p. 363). Wulff et al. (2009) disagrees with 
previous literature in that them rule out the effect of interplay in determining the 
inherent lexical semantics of a verb. This issue will be one of the methodological 
concerns of this present study. 
The significance of Wulff et al. (2009) lies in that it follows the constructionist 
accounts of language acquisition—learning tense-aspect is just like learning other 
skills, and its implications could be extended to the learning of other constructions. 
The constructionists hold that the learning of language constructions is input-driven. 
There are four determinants of learning: (a) input frequency; (b) form (salience and 
perception); (c) function (prototypicality of meaning); and (d) interactions between 
these (contingency of form-function mapping) (Ellis, 2002). 
3 9 
2.7.2 Input and second language acquisition 
The term input originates in information processing. In second language 
acquisition, it refers to the language data that the learner is exposed to. This is "the 
learner's experience of the target language in all its various manifestations" 
(Sharwood Smith, 1993, p. 166). In the field of information processing, the notion of 
input comes with a processor that processes and analyzes the input. Apparently, 
however, in second language acquisition the learner does not take in whatever he is 
exposed to. The part of input that has been processed by the learner and turned into 
his knowledge, then, has been termed as intake (Corder, 1982). The disturbing 
problem here is we cannot measure the intake simply by observation, and we cannot 
give a definite answer to the question of how learner processes input psychologically. 
What are the impacts of input on language acquisition? According to Sharwood 
Smith (1993), learners exposed to target forms as input would in principle recognize 
their interlanguage system, but without making any such change to that, because 
learners are focused on the meaning instead of the linguistic form. An example of 
learning negative statements is given: learners exposed to the targetlike order "I must 
not do it" can still produce the incorrect sentence “I no must do it", since they may 
have processed the sentence simply for meaning, without noticing and processing the 
different structure between his own and the input. In this case, input does not trigger a 
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change in the learner's interlanguage system. 
We can also interpret why input makes no change in learners' interlanguage by 
looking at Bialystok's (1987) concept of "control". Bialystok (1987) gives a 
distinction between analysis of knowledge and control of processing. Control means 
the ability to assemble relevant knowledge to achieve various specific goals 
purposefully. Control includes both receptive control (listening and reading) and 
productive control (speaking and writing) (Bialystok & Sharwood Smith, 1985). 
There are different degrees of control. Low control over knowledge means that 
"knowledge is available but can be accessed only under optimal conditions, that is, 
the accessing and on-line manipulation process requires more-than-average time or 
freedom from distraction" (Sharwood Smith, 1993, p. 173). Learners of low control 
have already acquired the necessary knowledge of certain rule or structure, but are 
still in the process of gaming full control of the language, struggling between their 
own interlanguage systems and the target language use. Knowing a rule or structure is 
not equal to understanding it or that the learner can use it productively. 
According to Sharwood Smith (1993), learners may process input for meaning 
and process input for acquisition. Learners may have been exposed to the input, but 
are still not in a controlling position to produce target like input. This naturally leads 
to several intriguing questions: At which condition can the input permeate the 
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learner's mind? What makes the learner ready to take in certain input? What kind of 
input makes a change in learner's cognitive system? Why learners ignore the vast 
examples in the input which are in contradiction with their own interlanguage system? 
In searching for the answers to these questions, Sharwood Smith (1991) looked 
at different kinds of input enhancement. 
2.7.3 Input enhancement and different ways of making input salient 
Sharwood Smith (1980) first used the term consciousness-raising to refer to the 
attention-drawing activities. It denotes a deliberate focus on the formal properties of 
language with the purpose of facilitating second language knowledge learning. The 
focus can be initiated by both parties: the teacher and the learner. Sharwood Smith 
(1991) abandoned the term consciousness-raising for input enhancement. Because 
consciousness-raising implies a change in learner's mental state for his attention has 
been successfully channeled, which we have had no idea to measure so far. Input 
enhancement refers to the techniques we used to manipulate different aspects of input, 
making it salient, in order to draw learner's attention, without knowing whether or not 
learner's attentions is directed in the desirable way. 
According to Sharwood Smith (1993), there are positive input enhancement and 
negative input enhancement. Positive input enhancement makes certain correct forms 
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in the input more salient, while negative input enhancement makes certain incorrect 
forms, usually learners' own output, salient to the learners, and "signaling to the 
learners that they have violated the target norms" (p. 177). The most common way of 
positive input enhancement is, in teaching a particular language construction, to 
provide an example and explicitly instruction on the relevant properties of the 
structure. Corrective feedback, as a type of negative input enhancement, uses learner's 
own production as self-generated input. The input is enhanced by marking as 
incorrect. 
Both positive input enhancement and negative input enhancement involve 
different degrees of elaboration. According to (Sharwood Smith, 1980), marking 
without appeal to metalinguistic knowledge, such as color coding and boldfacing of 
certain construction, would be "an unelaborated form of salience" (Sharwood Smith, 
1993，p. 177), while pointing out and explaining a construction using metalinguistic 
knowledge would be "a highly elaborate form of enhancing the input" (Sharwood 
Smith, 1993, p. 177). Therefore, highly elaborated enhanced input should be used on 
the assumption that the learner has been trained in the metalinguistic concepts and 
terminologies. 
Other types of input enhancement also involve non-linguistic signals sending by 
the teacher, for instance, teaching making a funny face on encountering an error (the 
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technique used in the Montreal experiments, e.g., Lightbown & Spada, 1990). In a 
word, various techniques are used to direct learner's attention in a specific direction or 
to certain aspects of the input, usually linguistic forms. 
2.7.3.1 Positive evidence 
There have been studies concerning the effects of positive evidence on 
parameter setting and preemption. "Preemption" is originally a term used in child LI 
acquisition. In their LI acquisition, children are found to make incorrect hypotheses 
about a form or structure sometimes. Since they are governed by the "Uniqueness 
Principle" (Pinker, 1984) —a one-to-one principle constraining form-meaning 
mappings such that one meaning can be carried by just one form in a grammar —they 
must overcome the wrong hypotheses and eventually arrives at the correct target 
grammar. The mechanism is called preemption (Berwick, 1985; Pinker, 1984, 1986; 
Rutherford, 1989). Also, it is assumed that, without negative evidence, children could 
preempt the previous incorrect form or structure on the basis of positive evidence 
alone. 
The investigation of the effects of positive evidence on preemption has been 
extended to the L2 field. Trahey and White (1993) investigated whether the positive 
evidence could preempt the LI (French) parameter in L2 learning of the English SAV 
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(subject-adverb-verb) order. The French-speaking participants were exposed to a 2-
week input flood—positive input containing English adverbs used naturalistically— 
without explicit form-focused instruction. Results suggest that such positive input did 
help learners develop the correct use of English SAV order effectively. However, 
while acquiring the new parameter, learners still kept their LI parameter, the incorrect 
SVAO (subject-verb-adverb-object) in the meantime. 
Since there is no focus on form attempted in the study, Trahey and White (1993) 
suggest that in order to see whether parameter settings from the LI could successfully 
be reset to the appropriate L2 value by positive input, we need to direct learners' 
attention to the form such that they could analyze the contradictory settings between 
LI and L2. 
White (1991a, 1991b) argues that it is hard for French learners of English to 
eliminate their LI parameter, SVAO order, which is ungrammatical in English, since 
the naturalistic English input only gives out positive examples, i.e., SAV order, 
without showing any signal that SVAO is ungrammatical. White suggests that, in 
order to preempt the old settings, negative evidence with explicit instruction is 
required here. The suggestion about negative evidence may apply to natural 
acquisition. But for instructed learners, who have received considerable amount of 
negative input in the classroom, how to preempt the old LI setting for them is a more 
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complex problem involving various factors. 
Schwartz and Gubala-Ryzak (1992) propose that parameter settings in an L2 
interlanguage is mutually exclusive, that is, learners do not entertain more than one 
parameter at a time in any stage of their interlanguage development. Trahey and 
White (1993) hypothesized that the old and new parameter settings might compete for 
a certain period of time before the Uniqueness Principle comes into play. This 
hypothesis is supported by a number of studies (e.g. Valian, 1990) that claimed that 
children acquiring their LI could entertain two parameter settings at the same time. It 
is likely that the L2 and LI parameters could co-exist for a long period, during which 
times learners are trying out the settings before they abandon the LI setting and reach 
the target like L2 grammar. 
As suggested by the above mentioned studies, failure of the L2 input to preempt 
the LI setting may be due to the lack of focus on form, or lack of negative evidence 
and explicit instruction, or simply the short length of time of input exposure. No 
matter what it is, the naturalistic positive input alone is not sufficient to trigger 
parameter resetting, at least in the short-term. A comparison between positive 
evidence and negative evidence, and the joint effects of positive evidence and 
different focusing on form techniques will be the issues this present study concerns. 
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2.7.3.2 Consciousness-raising 
Consciousness-raising has been proposed as a way to turn input into intake. 
Rutherford and Sharwood Smith (1985) argue that consciousness-raising can draw 
learner's attention to the formal properties of language, thus promotes language 
learning. Schmidt (1990) contended that "subliminal language learning is impossible, 
and that noticing is the necessary and sufficient condition for converting input to 
intake" (p. 129). He especially stressed that paying attention is especially essential for 
adult learners to acquire redundant grammatical features. 
2.8 Summary 
This chapter first introduces the tense-aspect terminologies, tense, grammatical 
aspect, and lexical aspect, and then presents the Aspect Hypothesis and related 
acquisition studies, as well as proposed accounts for the Aspect Hypothesis. This 
chapter then discusses several topics this study is particularly interested in~the 
temporality systems in English and Chinese, acquisition studies on Chinese learners, 
and instructed learners. In the final part, a review of the role of input in second 
language acquisition is presented. 
Gaps in previous studies have been mentioned in several different sections. To 
sum up, the effects of lexical aspect on second language acquisition has been 
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extensively studied, but very few of the studies was dedicated to instructed learners of 
English, especially learners who speak Chinese, a tenseless language. This group of 
learners may have very different acquisition process and acquisition outcome when 
compared to natural learners and mixed learners. Moreover, it remains relatively 
untouched that whether input can facilitate learning of aspect morphology and how. 
These gaps then give rise to the three main research questions of this current study, 
which will be specified in the next chapter. 
2.9 Research questions 
1. Are the developmental routes of English aspect morphology, namely 
progressive and perfect, in instructed Chinese learners affected by lexical aspect? If 
yes, how does it confirm or disprove the Aspect Hypothesis? If no, what are the 
underlying reasons? 
2. What are the characteristics of the interlanguage aspect morphology of 
instructed Chinese learners? 
3. Will enhanced positive evidence, as a kind of classroom input, benefit the 
development of aspect morphology? If yes, how to optimize the effects of enhanced 
positive input—by explicit deductive instruction, or explicit inductive treatment, or 
possibly a combination of both? 
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Chapter 3 Methodology 
3.1 The pilot study and modification 
Before the administration of the study, a small-scale pilot study was conducted 
to 19 participants who were attending the same class in Shenzhen Polytechnic 
Institute. One problem surfaced after the pilot study一participants generally from the 
same proficiency level are not the ideal sample for the current study. To answer 
research question 1 (Are the developmental routes of English aspect morphology, 
namely progressive and perfect, in instructed Chinese learners affected by lexical 
aspect? If yes, how does it confirm or disprove the Aspect Hypothesis? If no, what are 
the underlying reasons?), we need to find out about the interlanguage aspect 
morphology in learners from different proficiency levels in order to predict learners' 
development sequence, as what has been done by Bardovi-Harlig (1992), etc. The 
participants recruited for the pilot study do show different English proficiency levels, 
however, according to the statistics from SPSS, the differences within one class are 
not significant enough to be demonstrated in the findings. That is why the study was 
then modified to recruit participants from three different universities/colleges of 
different levels, whose details will be given later. Also, the pilot study helped to 
modify and refine the research design. Before the pilot study, there were a few 
uncertainties about the instruments and the treatments, e.g. whether the difficulty of 
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the tests is appropriate for the participants; how much time do participants need to 
complete each test/treatment session; how much time do the teacher need to complete 
each of the treatment session, etc. The pilot study satisfactorily resolved the 
anticipated uncertainties and concerns and enabled the formal study to progress more 
fluently and effectively. 
3.2 Participants 
55 year-2 university students from three different universities/colleges in 
Mainland China were recruited in this study, with 18 or 19 participants from each 
university/college. English majors were excluded from this study English majors were 
excluded from this study, simply because they spent time in reading English novels, 
watching English TV programmes, and communicating with English-speaking friends. 
This group of learners have more contact with the natural language input, and 
therefore are different from the population this study intends to study一those who 
leam English almost purely through classroom instruction. At the time of data 
collection, all of the participants were studying non-English majors/minors, such as 
Chinese language, e-business, business administration, etc. 
It should be noted here that all the participants are instructed learners who leam 
English mostly under formal classroom instruction, and their opportunities of 
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interacting with native speakers are severely restricted. 
3.2.1 Participants' consent to attend data collection 
Before the data collection process, each participant was given a detailed written 
description of the data collection process. They were informed that they were to take 
three tests on verbal morphology一pre-test, immediate post-test, and delayed post-test, 
and two sessions of treatment. And they were notified that their personal information 
and responses to the tests/treatments would be and only be used by this study. They 
were asked to sign a consent form if they agree with the terms, and they could drop 
out of the data collection at any time they wanted. Even if they had participated in all 
sessions of the data collection process, they could still inform me to destroy their data 
if they do not want their data to be processed for the purpose of this study. A 
participant's data is considered to be complete only when he/she has participated 
cooperatively in all of the three tests and two sessions of treatment. 
3.2.2 Proficiency grouping 
The three universities/colleges the participants belong to are Jinan University, 
Shenzhen University, and Minnan Science and Technology Institute, whose 
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undergraduate programmes are classified as Level 1, Level 2, and Level 3 
respectively according to the Ministry of Education of the People's Republic of China. 
Each year, secondary school graduates are admitted into the three levels of 
undergraduate programmes according to their scores in the National University 
Entrance Examination. Generally speaking, Level 1 undergraduate programmes set 
the highest entry scores, while Level 3 undergraduate programmes the lowest, with 
Level 2 in the middle. It was thus assumed that the three groups of participants from 
the three universities/colleges are of three different English proficiency levels, high 
intermediate, intermediate, and low intermediate. This assumption was later 
confirmed by their scores in the College English Test Band 4 (generally referred to as 
CET-4), when means are compared. College English Tests are large-scale 
standardized tests designed and developed by the National College English Testing 
Committee (NCETC), aiming at measuring precisely college students' comprehensive 
employment of English, and thus is recognized as nationwide English proficiency test 
with significant authority. In my sample, all the participants took the CET-4 within 6 
months at the time of data collection. One good thing with recruiting participants from 
the three universities is that we can distinguish their general English proficiency 
levels fairly easily—also, it is it is difficult to recruit, in just one institution, the same 
number of participants with distinctly different English proficiency levels. In sum, the 
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participants were grouped into three proficiency levels according to the levels of the 
undergraduate programmes they were attending and their performance in CET-4. 
To address research question 1, i.e., to find out about the acquisitional sequence 
of tense-aspect system in instructed Chinese learners, a cross-sectional study was first 
conducted with all participants. Noted that a cross-sectional study, instead of a 
longitudinal one, was employed to draw predictions of the developmental tendency. 
3.2.3 Treatment conditions grouping 
As mentioned above, the 55 participants already fall into three proficiency levels 
as they were recruited. Each proficiency groups is randomly sub-classified into three 
treatment groups, with 6 or 7 participants at the same proficiency level in each 
treatment group. In other words, among the 55 participants, each treatment group has 
18 or 19 participants from three different proficiency levels. 
3.3 Data elicitation task 
The data elicitation process is composed of two stages, pre-treatment stage and 
post-treatment stage. In the pre-treatment stage, the participants were given a pre-test, 
which is in the format of cloze test. Participants then received two sessions of 
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treatment in the following two weeks, with 5 to 7 days' interval between the first 
session and the second. Immediately after the second session of treatment, the first 
post-treatment test, i.e., immediate post-test was administrated to the participants, and 
a delayed post-test was administrated three weeks later. 
Different from many of the previous studies which only studied one of the 
tense/aspect forms (e.g., past tense: Bardovi-Harlig, 1992; present perfect: Bardovi-
Harlig, 1997), this study aims to elicit both of the aspect inflections in English 
language, i.e., progressive and perfect. 
3.3.1 Cloze task 
3.3.1.1 Why cloze task 
A cloze task was chosen because it is a familiar test format to Chinese instructed 
students. More importantly, it makes it possible to control the comparability between 
participants. The cloze task provides a context in which the use of different 
tense/aspect forms with verbs of different lexical aspectual classes could be elicited. 
The most important advantage of a cloze passage is the availability of comparable 
data for all speakers. As Bardovi-Harlig and Bergstrom (1996, p. 323) pointed out, 
cloze task "balances the number of verbs in each aspectual class and tests all learners 
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on the same verbs". 
3.3.1.2 The design 
Learners were presented with several short closes, each cloze ranging from one 
sentence to several sentences, with totally around 40 items under investigation in each 
of the three tests. In the cloze test, the participants were given the base form, and were 
asked to fill in the blank with appropriate form according to the contexts. For example, 
I (study) Spanish for three years. Now I can understand 70% of the 
Spanish TV news. 
In this sentence, the temporal context shows implicature of current relevance, 
thus the answer expected here is perfect aspect~have studied. 
The number of tested verbs is generally balanced across the four lexical 
aspectual classes. Take the verbs in pre-test for example, there are total 39 verbs under 
investigation, 19 verbs should be marked with progressive inflection and 20 verbs 
with perfect inflection, according to the contexts. Among the 19 verbs to be marked 
with progressive inflection, 4 or 5 verbs fall into one lexical aspectual class. The same 
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holds for the 20 verbs to be marked with perfect inflection. 
To ensure the validity of test results, the verbs are arranged in a random order, 
also, the cloze passages were extracted from published materials or taken from 
previous published studies, e.g. Wulff et al. (2009), which reported the telicity ratings 
from 20 native speakers of American English for 86 verbs {Q.g., finish, receiving the 
highest mean value locates at the telic end of the continuum, while be, receiving the 
lowest mean value locates at the atelic end of the continuum). Some of them have 
been modified to fit the present study. The cloze also contains distracters testing other 
verbs not under investigation—for example, a couple of verbs which should be used 
in the simple past tense or simple present tense according to context are also included 
in the cloze tests. Vocabulary is restricted to participants' familiar lexical items and 
were checked by class teachers for appropriateness. In addition, a native speaker of 
English was invited to do the same cloze tasks, and his responses, as considered to be 
native and standard, were then compared against the participants' responses. 
3.4 Pedagogical treatment 
After the pre-treatment test, the author conducted 2 sessions of treatment to all 
of the participants in the following two-week period. The interval between the two 
sessions is around 5 to 7 days. As mentioned in section 3.2.3, the 55 participants were 
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randomly divided into three groups, receiving three different conditions of treatment. 
Before going into details about the treatment, the input on which the three types 
of treatments are based should be introduced first. 
3.4.1 Positive input 
Bardovi-Harlig and Reynolds (1995) proposed positive evidence as input in the 
pedagogical treatment to the uneven distribution of verbal morphology, but they did 
not give a report of how they carried it out and their result. In their design, the 
positive evidence of language use was presented to the students in form of short 
written passages. Participants were asked to complete a task underlining the inflected 
verbs, with the purpose to arouse their consciousness. 
Following the suggestions of Bardovi-Harlig and Reynolds (1995), this current 
study also adopts positive input in the treatment. Moreover, the positive input was 
further enhanced to optimize its effects. To help learners jump out of the constraint of 
the "One-to-One Principle" (proposed by Andersen (1984), referring to the principle 
which guides the learner to assume that a verbal inflection is attached only to verbs 
that are congruent in meaning with the meaning of the inflection), the positive input in 
this study shows the evidence of the same verb used with different tense/aspect 
morphological forms. The reasons for doing so will be elaborated in the next session. 
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3.4.2 Positive enhanced input 
As have mentioned in section 2.3.5.8, according to prototype theory, the best 
way to teach a construction is to present the prototypical examples which serve as the 
best exemplifiers of the construction. Prototype theory applies to the teaching of tense 
and aspect as well. Achievement verbs, followed by accomplishment verbs, which 
express the prototypical sense of completed events, are good examples for teaching 
past tense and perfective aspect. While activity verbs, which express the prototypical 
sense of ongoing events, are good examples for teaching progressive aspect. In 
learning progressive marking, the prototypical exemplars are activity verbs and the 
peripheral exemplars are punctual verbs (accomplishments and achievements) and 
stative verbs. While in learning perfective marking, the prototypical exemplars are 
punctual verbs and the peripheral exemplars are activity verbs and stative verbs. 
However, teaching should not be constrained by the prototypical verbs. 
Prototypes may provide a good initial grounding, but they can also constrain 
representations (Collins et al., 2009). The acquisition of the full bounds of the 
category requires experience of the full breadth of exemplars (Boyd & Goldberg, 
2009). 
As mentioned in section 2.3.2 and 2.3.3, in the interlanguage of child learning 
LI and uninstmcted adult learner learning L2, the distribution of appropriate use of 
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verbal morphology is not even across all types of verbs. Rather, verbs of certain 
lexical aspectual classes are learned later. In the case of instructed learners, they have 
already leamt the form of verbal morphologies through instruction, but many fail to 
map the forms with appropriate functions when encountering with not so prototypical 
verbs (Bardovi-Harlig, 1992). Governed by the One-to-One Principle (Andersen, 
1984) in doing form-flinction mapping, learners tend to map progressive marking 
predominantly with activity verbs, and perfect marking predominantly with punctual 
verbs. This study hypothesizes that this form-function mismatch is universal to all 
instructed learners. 
Based on this hypothesis, this study proposes that, in order to cancel the effects 
of One-to-One principle, the positive input should be enhanced in a way that the same 
verb is used with all types of tense/aspect markings, including the inflections the verb 
is congruent to, and those the verb is not so congruent to. 
For example, the activity verb walk is a prototypical example in learning 
progressive marking, but may not be a prototypical example in learning perfective and 
past marking. In our enhanced input, the verb is marked by not only progressive 
inflection, but also perfect and simple past inflections according to the contextual cues, 
as shown in the group of sentences below. 
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(walk) 
a. Yesterday, Johnny ran into Kelly while he was walking outside. 
b. I turned and walked a few paces, and I saw this building. 
c. Twelve people have walked on the Moon. 
The punctual verb kill is a prototypical example in learning perfective and 
simple past markings, and a peripheral example in learning progressive marking. In 
our enhanced input, the verb is marked by not only perfect and simple past inflections, 
but also by progressive and perfect inflection according to the contextual cues, as 
shown in the group of sentences below. 
(kill) 
a. I feel terrible. The headache is killing me. 
b. The murderer was caught when he was killing the lady. He tried to 
drown the lady. The lady was rescued and sent to the hospital later. 
c. The fire yesterday killed 24 persons in three hours. 
d. The serial killer has killed 5 students in a row. We have to catch him 
before the next tragedy happens. 
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The stative verb live is a prototypical example in learning simple present 
marking, and may not be a prototypical example in learning either progressive or 
perfect markings. In the enhanced input, the verb is marked by not only simple 
present inflection, but also by perfect and progressive inflections according to the 
contextual cues, as shown in the group of sentences below. 
(live) 
a. Shakespeare lived four centuries ago. 
b. In the recent years, people in Iraq are living in fear of the war. 
c. He wrote me a letter and said that he was living a life of luxury in 
Australia. 
d. I've lived in New England all my life. 
3.4.3 The design 
This kind of enhanced positive input was exposed to participants of all the three 
treatment groups in each session of treatment. The first session includes 12 verbs, thus 
12 groups of sentences, with balanced number of verbs in each of the four lexical 
aspectual categories, i.e. 3 verbs in each category. The second session includes 8 verbs, 
thus 8 groups of sentences, also with balanced number of verbs in each lexical 
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aspectual category, i.e. 2 verbs in each category. 
The verbs selected are high frequency words familiar to the participants. The 
example sentences were extracted from published texts and exercises, and were 
checked by a native speaker to ensure that the context of each sentence only permits 
one inflection. 
3.5 Three conditions of treatment 
Below is a description of the three conditions of treatment, which are (1) explicit 
deductive rule instruction—"rule" group, (2) inductive treatment—"input" group, and 
(3) combined method—"combined" group. 
1. Explicit deductive rule instruction as the treatment. In this condition, the 
participants were asked to read through the groups of sentences in 10 minutes 
before the instruction—an example of one group of sentences is given below. 
Afterwards, the instructor first gave the participants a review of progressive 
aspect and perfect aspect, including the grammatical forms, and when and how 
they are used. This part of instruction was based on The Internet Grammar of 
English. Although the participants have already leamt the rules in their high 
school, this review part is essential because the second part of instruction was 
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grounded on it. In the second part, the instructor went through the groups of 
sentences one by one, so that the usages of progressive and perfect inflections 
were exemplified by concrete examples. The explicit instruction lasted for 35 
minutes, and a total of 19 participants received this treatment. 
(walk) 
a. Yesterday, Johnny ran into Kelly while he was walking outside. 
b. I turned and walked a few paces, and I saw this building. 
c. Twelve people have walked on the Moon. 
2. Inductive treatment. This condition is composed of two parts, the participants 
completing a consciousness-raising task, and carrying out a discussion on the 
usage of progressive and perfect inflections. In the first part, participants were 
asked to complete a set of consciousness-raising tasks based on the given input 
in 20 minutes. The input they were exposed to was almost the same with that 
given to the group receiving explicit instruction, with only one difference that 
the same verb shared by the sentences in each group is not given. That means 
the participants needed to read through all the sentences in each group to 
identify the verb shared by all sentences, and then put it in the brackets, as the 
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first step of consciousness-raising task. The next step for them to do was to 
underline the verb, including its inflections, in each sentence, and then try to 
figure out the term of the tense/aspect construction and why a certain 
inflection should be used in each sentence. This task is designed to draw 
learners' attention to not only the formal feature, but also the function of the 
verbal inflections. It is worth mentioning that the instructor had checked with 
the participants beforehand to ensure that they have a good knowledge of the 
grammatical terms. An example of this task is given below. 
( ) 
a. Yesterday, Johnny ran into Kelly while he was walking outside. 
Term of the construction: 
The reason why it is used here: 
b. I turned and walked a few paces, and I saw this building. 
Term of the construction: 
The reason why it is used here: 
c. Twelve people have walked on the Moon. 
Term of the construction: 
The reason why it is used here: 
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After the consciousness-raising task, the participants were asked to discuss the 
questions and exchange their opinions. The purpose of discussion is to further 
arouse learners' awareness by asking them to verbalize the knowledge. It 
should be noted here that 18 participants received this treatment, and 6 
participants are in a discussion group. This number of group members ensures 
that the group could carry out extensive discussion while each member had 
ample opportunity to make his contributions; also, it made it convenient for 
the instructor to control the flow of discussion, and made the recording of 
discussion possible. 
Participants were asked to discuss with each other to find out the answers to 
the questions: why a certain inflection is used in each sentence, and why the 
same verb are marked by different inflections in all sentences in the same 
group. The participants knew which verb they were supposed to comment on 
because they were asked to identify the verb and put it in the brackets. And 
they were actually responding to the intended verb phrased during discussion 
according to the researcher's observation. The researcher did not interfere with 
their discussion, and actually, for most of the time, acted as an onlooker who 
observed the discussion. But the researcher did encourage them to keep talking 
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when the discussion stopped without a conclusive answer; also, when they 
were on the wrong track, the researcher would try to direct them back to the 
right track by saying like "Do you all agree with this conclusion?", "Is that so? 
Do you have any other suggestions?", or "Please carefully compare the 
sentences in each group before you reach the conclusion". On the whole, the 
researcher, acting as an organizer rather than an instructor, withheld from 
giving them any clue. The discussion lasted for 25 minutes, and the researcher 
generally controlled the flow of discussion and the time spent on each group of 
sentences. 
3. Combined method. It is called "combined method" because the participants in 
this group received both implicit treatment and explicit instruction. As the 
starter, participants completed the consciousness-raising task, same as the first 
step of the implicit treatment group. Then they were asked to carry out a 
discussion on the same questions. What is different is that the researcher was 
not only the organizer, but also the instructor in this session. After the group 
had fully discussed one group of sentences, the instructor stepped out and gave 
explicit instruction, and then the group proceeded to discussing the next group 
of sentences. In the case when the participants had already found the correct 
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answer, the instructor just confirmed their proposed answers and might add a 
point or two. While in the case when the participants failed to reach a 
desirable answer, the instructor had to present the correct answer and 
explicitly explain the reason. Therefore, the explicit instruction is interwoven 
with participants' discussion, and is thus not exactly the same with what had 
been given to the group who received only explicit instruction. The discussion 
plus instruction session lasted for 25 minutes. 
The data collection process with three condition groups is summarized in Table 
2. The purpose of the treatment sessions, including all three different conditions, is to 
arouse participants' awareness by exposing them with the same sets of enhanced 
positive input. Participants were grouped to receive three different types of treatment 




Data-collection process with three condition groups 
Cond. "Rule" group "Input" group "Combined" group 
ProcessX. 
Pre-test Cloze task (30 min) Same as left Same as left 
Treatment 1. Reading the groups 1. Consciousness- 1. Consciousness-
session 1 of sentences (10 min) raising task (20 min) raising task (20 min) 
2. Receiving an 2. Discussion (25 min) 2. Discussion + 
explicit instruction receiving explicit 
session based on the guidance while doing 
input (35 min) discussion (25 min) 
Total: 45 min Total: 45 min Total: 45 min 





Immediate Cloze task (30 min) Same as left Same as left 
post-test 






All 55 participants' responses to the three tests were coded for appropriate usage 
in context. A number of scholars agree that it is a better idea to rate the appropriate 
use of the forms, instead of the accuracy of the forms (e.g. Bardovi-Harlig & 
Bergstrom, 1996; Yang & Huang, 2004), because lexical aspect has impacts on the 
appropriate use of verbal morphology, rather than grammatical accuracy. Yang and 
Huang (2004) identified "attempts" at the present perfect by the presence of the 
auxiliary have/has, even though the participle is misformed as in have wrote and have 
ate. 
Therefore, inappropriate responses are considered as incorrect, while 
appropriate and may or may not be accurate responses are considered as correct 
responses in this study. For example, in the case where perfect aspect have gone is the 
appropriate and accurate answer, responses like go, went and is going are 
inappropriate responses; on the other hand, responses like have went, have goed, and 
has went are all coded as appropriate responses for present perfect. Those are just ill 
formed occurrences, but still reflect learners' intention to mark the perfect aspect. 
Since the present study only focuses on aspect morphology, both present perfect and 
pluperfect are considered as attempts at perfect morphology, and both present 
progressive and past progressive are considered as attempts at progressive 
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morphology, because all of them express the speaker's perspective on the status of the 
event, instead of the location in time. Moreover, learners are very likely to ignore the 
marking of tense when they are very occupied in marking the aspect. 
3.7 Statistical analysis 
To examine the appropriate use of progressive and perfect inflections with four 
classes of verbs in relation to participants' proficiency levels (Research Question 1), 2 
separate repeated measure ANOVA procedures was performed with the pre-test result, 
result of progressive marking and result of perfect marking respectively. Repeated 
measure ANOVA is chosen because each participant was tested more than once~each 
of them were tested in their use of progressive marking with stative, activity, 
accomplishment, and achievement verbs, and use of perfect marking with stative, 
activity, accomplishment, and achievement verbs. 
To examine whether the appropriate use of each inflection (progressive/perfect) 
with each of the four types of verbs (state/activity/accomplishment/achievement) had 
changed after the treatment with respect to treatment type (Research Question 3), 8 (2 
inflections * 4 verb types) separate repeated measure (RM) ANOVA procedures was 
performed with the pre-test result, post-test result, and delayed post-test result. 
RMANOVA is chosen here because each participant was tested more than once~each 
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of them was tested three times, namely before treatment, immediately after treatment, 
and 3 weeks after the treatment. 
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Chapter 4 Results and Discussions 
4.1 Introduction 
In this part, results and discussions are organized in a way that each finding is 
closely followed by its discussion, hence resulting in four sections in correspondence 
to four research questions (two sub-questions in Research Question 3 are consider as 
two questions here). In each section, descriptive statistics obtained from learners' 
performance on cloze tests are first presented. Means and standard deviations of 
learners' appropriate use rate of each aspect marking are given. The analysis is 
supported by the statistic output from a series of independent Repeated Measures 
ANOVA using SPSS, and the values of effect size. Each finding is accompanied by a 
discussion, which aims to explain the findings and explore for the answers. 
4.2 Evaluation of the interlanguage aspect morphology of Chinese instructed 
learners with regards to the Aspect Hypothesis 
This section reports the findings to Research Question 1: Are the developmental 
routes of English aspect morphology, namely progressive and perfect, in instructed 
Chinese learners affected by lexical aspect? If yes, how does it confirm or disprove 
the Aspect Hypothesis? If no, what are the underlying reasons? 
As English aspect morphology basically includes the two types of inflections, 
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progressive aspect and perfect aspect, the findings below are correspondingly divided 
into two parts: the use of progressive aspect and the use of perfect aspect. 
4.2.1 Use of progressive aspect 
To understand learners' developmental patterns of progressive aspect with four 
types of verbs, this study looked at the appropriate use of progressive aspect with each 
type of verb in participants of different proficiency levels, from low-intermediate 
level to high-intermediate level. 
4.2.1.1 Statistics 
Table 3 presents the appropriate use rate for progressive marking. The "rate" 
means, among all the verbs expected to be marked with a certain inflection, how 
many percent of them has been inflected by learners appropriately. The use of 
progressive is led by activity verbs, with a mean of 58.91, and followed by telic verbs, 
namely accomplishment verbs and achievement verbs, with a mean of 51.21 and 
45.23 respectively. The telic verbs are then followed by the stative verbs, whose mean 
is 10.91. The general performance of progressive aspect with four types of verbs can 
be ranked in descending order: activities, accomplishments, achievements, states. 
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According to the SPSS measurement, the within-subjects variable, verb type, is a 
statistically significant factor (F (3, 156) = 60.47, p < 0.001, partial eta squared二 0.54, 
power= 1.00). Table 3 shows the means and standard deviations of each type of verb 
by three levels of learners. 
Table 3 
Appropriate use rate for progressive marking in the pre-test 
Low- High-
intermediate Intermediate intermediate Total 
n=18 n=19 
i J e 7.02 20.37 0.91 
States (SD=12.78) (SD=13.96) (SD 二 16.72) (SD 二 15.78) 
. . 43.89 60.18 72.59 58.91 
Activities (SD=24.23) (SD=14.68) (SD=14.98) (SD=21.57) 
一� T T 厂 29.17 60.53 63.43 51.21 
Accomplishments (SD=27.45) ( S D = 2 8 . 0 3 ) ( S D = 2 2 . 8 9 ) (SD-30.11) 
34.03 39.91 62.04 45.23 
Achievements (sD 二 14.73) (SD=23.83) (SD=22.91) (SD 二23.85) 
Since learners of different proficiency levels have been studied and compared, 
their use of progressive aspect in this study is described as a dynamic process instead 
of a still picture. The figure below gives a predicated developmental trend of each 
type of verb. 
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Figure 1. Appropriate use rates (pre-test) of progressive marking with each of the 
four types of verbs by learners of three levels 
As shown in Figure 1, the appropriate use for activity verbs stands out as the 
highest among the four types of verbs across three proficiency levels. The appropriate 
use for accomplishment verbs generally ranked the second highest, except that (a) the 
appropriate use of accomplishments is as high as that of activities at intermediate 
level; (b) the mean for accomplishments is a little smaller than that for achievements 
for low-intermediate learners一however, these differences are slight and can be 
ignored. Accomplishment verbs are then closely followed by the other type of telic 
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verbs—achievements. The type of verbs with the lowest appropriate use rate is stative 
verbs, whose means are much smaller than the other three types. 
4.2.1.2 Developmental routes 
According to the SPSS measurement, the between-subjects variable, Proficiency 
Level, is a statistically significant factor (F (2, 52) = 27.65, p < 0.001, partial eta 
squared二 0.52, power= 1.00). 
The appropriate use rate increases from lower-intermediate learners, to 
intermediate learners, and then to higher-intermediate learners. This holds true for all 
four types of verbs. However, the developmental routes differ among the four types of 
verbs. This can be seen from the slopes of different lines in Figure 1. Slope is defined 
as the ratio of the "rise" (the altitude change) divided by the "run" (the horizontal 
distance) between two points on a line. 
The developmental routes of accomplishment and achievement are different. At 
the low-intermediate level, appropriate use rates of progressive with accomplishments 
and achievements are both low. At the intermediate level, the appropriate use for 
accomplishments increases radically (with a fairly high slope value), and the mean of 
accomplishments is very close to that of activities for intermediate learners. On the 
other hand, the appropriate use for achievements increases slowly (with a very low 
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slope value), and the mean of achievements stays low for intermediate learners. From 
intermediate level onwards, the appropriate use for accomplishments gains little 
inc rease the slope value is very low. While on the other hand, the appropriate use for 
achievements increases radically with a fairly high slope value, and the mean of 
achievements catches up with that of accomplishments at high-intermediate level. In 
other words, progressive marking develops earlier with accomplishment verbs— 
before the intermediate level, and it develops later with achievement verbs—after the 
intermediate level. The developmental routes for both types of verbs depart from the 
same point at the low-intermediate level, with their difference reaching the largest at 
the intermediate level, and finally converge at the high-intermediate level. 
The development trend of progressive marking with stative verbs resembles that 
of achievement verbs—slow increase of appropriate use rate before the intermediate 
level and comparatively faster improvement from the intermediate level to higher-
intermediate level. The different rates of development route are also supported by the 
SPSS statistics: the interaction between verb type and proficiency level is significant, 
though p-value approaching 0.05. This means the routes for the four types of verbs are 
not parallel, but with considerable variations. 
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4.2.2 Discussions of the findings about progressive marking 
4.2.2.1 Previous findings 
Among the four accounts of Aspect Hypothesis, the following two of them are 
descriptions of progressive marking: 
(iii) Progressive marking begins with activity verbs, and then extends to 
accomplishment or achievement verbs; 
(iv) Progressive markings are NOT incorrectly overextended to states (Andersen 
& Shirai, 1994). 
It is worth pointing out that the acquisition order described in the Aspect 
Hypothesis was derived from a longitudinal study of two English speaking children 
learning Spanish (Andersen, 1991), while the order in this cross-sectional study is 
derived from comparing the appropriate use rates by learners of different proficiency 
levels. In the acquisition literatures, the performances of aspect morphology of 
learners from different proficiency levels have been used as a prediction of the true 
acquisition order. This study also uses learners' performances in each proficiency 
levels as the indicators of developmental routes. 
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4.2.2.2 Current findings 
There are also four accounts summarizing from the results of this study. The 
term "route" used in the following accounts refers to the predicted learners' 
developmental route in acquiring aspect morphology obtained in this cross-sectional 
study一by comparing the appropriate use rates by learners of different proficiency 
levels. 
(1) Learners from all levels generally mark progressive morphology the best 
with activity verbs, the second best with accomplishment verbs and achievement 
verbs, and the worst with stative verbs; 
(2) Development of progressive morphology with four types of verbs follows 
different routes; 
(3) Development orders of the four types of the verbs are ranked as, from earlier 
to late, activity verbs, accomplishment verbs, achievement verbs, and stative verbs; 
(4) Use of progressive with stative verbs is also affected by the lexical aspect. 
Also, the appropriate use of progressive marking with stative verbs lags far behind the 
other three types of verbs. 
4.2.2.3 Comparison between previous and current findings 
Accounts (1) through (3) of this study clearly conform to the acquisition order 
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described in statement (iii) of Aspect Hypothesis that progressive marking begins with 
activity verbs, and then extends to accomplishment or achievement verbs. Aspect 
Hypothesis proposes that progressive markings are incorrectly overextended to 
activities (see statement iii), but not to states (see statement iv), hence highlights the 
distinction between stative verbs describing non-dynamic states and activity verbs 
describing dynamic processes. The findings of this study not only confirm statement 
(iv) in that "Progressive markings are NOT incorrectly overextended to states", but 
also show that stative verbs are seriously underused with progressive marking. 
Current findings serve to further establish the developmental sequence of progressive 
marking by including the descriptions of stative verbs. 
In short, current findings further refine the Aspect Hypothesis in the following 
two aspects: (a) accomplishment verbs are developed earlier than achievement verbs, 
and (b) stative verbs are the last one to gain development. 
4.2.2.4 Different developmental routes of accomplishments and achievements 
According to the statement (iii) of Aspect Hypothesis, progressive marking 
begins with activity verbs, and then extends its use to accomplishment or achievement 
verbs. Accomplishment and achievement verbs are treated as a single class here, and 
there is no comparison of the developmental order concerning the two. Also, some 
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other morpheme studies classify accomplishment and achievement verbs as telic verbs, 
without making a distinction between the two. 
Findings of this study show a developmental difference for accomplishment 
verbs and achievement verbs. The appropriacy use rates for these two types of verbs 
start at the same level for the low-intermediate learners. Then the appropriacy use of 
progressive marking with accomplishment verbs receives considerable development 
while the appropriacy rate for achievement verbs remains low at the intermediate 
level. The improvement for achievement verbs only starts after the intermediate level, 
and the appropriacy rate catches up with that for accomplishment verbs at the high-
intermediate level. 
The fact that the use of progressive marking with accomplishments develops 
earlier than achievements could be explained by the Congruence Principle (Andersen, 
1993). Though both types of verbs are telic verbs, accomplishments are durative like 
the activity verbs while achievements are punctual, i.e. non-durative in nature. 
Therefore, according to the Congruence Principle (Andersen, 1993), this durative 
feature of accomplishments makes their meaning more congruent with that of 
progressive marking, thus used more appropriately at earlier stages than achievements 
whose meaning is less congruent with that of progressive marking. 
Supporting by the different appropriacy rates and different developmental routes 
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found for accomplishments and achievements, this study argues that a distinction 
should be drawn between the two types of telic verbs, accomplishments and 
achievements, in both morpheme studies and acquisition studies, in order to obtain a 
more detailed picture of the developmental sequence affected by lexical aspect. 
Also, in the same purpose, learners from a wider range of proficiency levels 
should be compared in acquisition studies. In this study, if the three proficiency levels 
are reduced into two一without the intermediate level, the different appropriacy rates 
appear at the intermediate level will not be observable, and the different 
developmental routes for accomplishments (+durative, +telic) and achievements 
(+punctual, +telic) will not be found. 
4.2.2.5 Use of progressive with states 
The Aspect Hypothesis states that progressive marking are not incorrectly 
overextended to states. The author of this study argues that stative verbs not only 
receive no inappropriate overusing of progressive marking, but also turn out to be the 
difficult part for the development of progressive marking. 
Stative verbs receive the lowest appropriate use rates for progressive marking 
with all levels of learners. In addition, the development of progressive marking with 
stative verbs is the latest to occur. It is shown in the Figure 1 that, from the lower-
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intermediate level to intermediate level, the development of progressive marking with 
stative verbs is too subtle to be noticed. Visible improvement occurs only after the 
intermediate level. 
A reflection on the reasons accounting for the Aspect Hypothesis may help to 
reveal the answer. The Aspect Hypothesis was proposed to account for the fact that 
learners tend to restrict their use of aspect morphology to certain types of verbs. The 
underlying reason is explained by the Congruence Principle, i.e. learners initially 
associate certain tense/aspect morphology with the type of verb whose meaning is the 
most congruent with the meaning of the morphology. That explains the strong 
association between progressive marking and activity verbs, and the weak association 
between progressive marking and telic verbs—accomplishments and achievements. 
Stative verbs denote a kind of status, which is neither on-going progress nor telic 
event. The meaning of stative verbs is by no means congruent with the progressive 
aspect, so the use of progressive marking with stative verbs would show effects of 
lexical aspect. This is logically predictable from the Congruence Principle, and has 
been verified by this experimental study. 
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4.2.2.6 Possible reasons for the unexpected low appropriacy rate of progressive 
marking with states 
As for why the use of progressive marking with stative verbs lagged far behind 
the other three types of verbs, as indicated by Figure 1，there are two main reasons. 
Firstly, states are the only type of non-dynamic verbs among the four types of verbs 
according to the inherent lexical meaning of verbs. Secondly, the features of LI 
Chinese play a role in the delayed developmental process. 
The other three types of verbs, namely activities (+dynamic, +durative, -telic), 
accomplishments (+dynamic, +durative, +telic), and achievements (+dynamic,-
durative, +telic), though distinctive from each other by certain parameters, share one 
important parameter~dynamic. That is, whether punctual or not, telic or not, all of 
them describe a kind of dynamic action which requires energy for it to take place. On 
the other hand, stative verbs such as know and feel describe non-dynamic status and 
do not require energy for it to happen. The distinction between dynamic verbs and 
non-dynamic ones may be one of the reasons that the appropriate use of progressive 
marking are found to be the least satisfactory with stative verbs. In addition, though 
both activities and states are non-telic (without end-point) verbs, the fact that learners 
are overusing progressive marking with activities but underusing progressive marking 
with states shows that this "non-telic" parameter actually plays a not very significant 
8 4 
role in the development of progressive marking. Progressive marking, usually used to 
indicate the on-going status of a dynamic process, is more congruent with activities, 
instead of states. In short, this “non-dynamic/non-changing，，status of stative verbs 
blocks them from being fully used for progressive inflection in English. 
However, lexical aspect itself is not enough to fully explain for the particularly 
low appropriacy with stative verbs. The factor of LI Chinese transfer would be 
explored in section 4.3.1. 
4.2.2.7 Summary on the use of progressive marking 
The interlanguage progressive aspect morphology of Chinese instructed learners 
generally shows effects of lexical aspect as indicated by the Aspect Hypothesis. 
As shown in the results, the appropriacy use rates of progressive marking with 
four types of verbs found in this study generally conforms to the acquisition order 
described in statement (iii) of the Aspect Hypothesis. 
This part of the study about progressive marking also serves to refine the Aspect 
Hypothesis. The findings about accomplishment verbs and achievement verbs indicate 
that the effects of lexical aspect on developmental sequence could be observed within 
a class of telic verbs. The findings about stative verbs clearly show that the non-
dynamic feature is one of the reasons why progressive marking with states is seriously 
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underused, while the non-telic feature does not make states being overused as 
activities do. 
Moreover, in examining the influence exerted by lexical aspect, the distinctions 
between different types of verbs should be refined. Apart from the durative versus 
punctual distinction, the non-telic versus telic distinction, it should also include (a) 
durative telic versus non-durative telic distinction within the class of telic verbs, and 
(b) the state versus dynamic process distinction. 
4.2.3 Use of perfect aspect 
In this section, learners' use of perfect aspect with each of the four types of 
verbs is closely examined. Learners' appropriate use of perfect aspect with the four 
types of verbs is ranked from high to low as follows: activity verbs, stative verbs, 
achievement verbs, and accomplishment verbs. 
4.2.3.1 Statistics 
According to the descriptive statistics (Table 4), the type of verb receiving the 
highest score of appropriate use is activity verbs, with 78.58 as its mean, and is 
followed by stative verbs, with 73.64 as the mean. The two types of non-telic verbs 
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are then followed by the two types of telic verbs, achievements and accomplishments, 
with 67.12 and 53.55 as their means respectively. 
The statistic output from the SPSS Repeated Measure shows that: (1) the within-
subjects variable Verb Type is a significant factor (F (2.85, 148.33) = 17.34，p < 0.001, 
partial eta squared = 0.25, power = 1.00); (2) the between-subjects variable 
Proficiency Level is a significant factor (F (2, 52) = 34.12, p < 0.001, partial eta 
squared 二 0.57, power = 1.00); (3) The interaction effects between Verb Type and 
Proficiency Level is not significant at all: F (5.71, 148.33) = 17.34, p = 0.31, partial 
eta squared = 0.44, power = 0.45. 
Table 4 
Appropriate use rate for perfect marking in the pre-test 
Low- High-
intermediate Intermediate intermediate Total 
n=18 n=\9 n=18 
57.78 74.21 88.89 73.64 
States (SD 二 28.8) (SD 二 25.2) (SD=14.1) (SD-26.4) 
. . 79.74 92.22 78.58 
Activities (SD=23.26) (SD=15.32) (SD=10.60) (SD-20.50) 
一� “ 46.05 77.22 53.55 
Accomplishments (SD=16.65) (SD=19.62) (SD=19.94) (SD-25.10) 
“ 48.61 71.05 81.48 67.12 
Achievements (SD 二26.24) (SD=20.67) (SD=18.86) (SD=25.68) 
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Statistics reveal that learners' appropriate use of perfect aspect with each of the 
four types of verbs differ significantly from each other; the appropriate use of perfect 
aspect by learners from three different proficiency levels differ significantly from 
each other; learners' improvement rate from the low-intermediate level to 
intermediate level and then to high-intermediate level remains consistent across the 
four types of verbs, hence no significant difference is found for the interaction 
between Verb Type and Proficiency Level. This interpretation is illustrated in Figure 2. 
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Figure 2. Appropriate use rates (pre-test) of perfect marking with each of the 
four types of verbs by learners of three levels 
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4.2.4 Discussions of the findings about perfect marking 
There are generally two major findings about learners' use of perfect aspect. 
Firstly, barely any different developmental routes are found among the four types of 
verbs in perfect marking. Secondly, learners use perfect making a lot better than 
progressive marking. 
4.2.4.1 Developmental routes 
As a cross-sectional study, the developmental sequences in learners are 
predicted from the appropriacy rates by learners of different proficiency levels. 
According to the SPSS output, no significant difference is found for the interaction 
between Verb Type and Proficiency Level. That means no significant difference is 
found among the developmental routes of the four types of verbs. This is further 
illustrated in Figure 2. From low-intermediate level to intermediate level, and then to 
high-intermediate level, use of perfect markings with the four types of verbs generally 
develop in parallel routes—no phenomenon of early development or delayed 
development is identified. Is the development of perfect aspect not affected by lexical 
aspect? 
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4.2.4.2 "Perfect-better-than-progressive" performance 
Table 3 and Table 4 summarize the means for learners' use of progressive aspect 
and perfect aspect with all of the four types of verbs. Comparing the statistics in the 
two tables, it could be easily seen that learners generally do much better in marking 
perfect aspect than progressive aspect with each of the four types of verbs. 
This group of participants did not learn English naturally by contact with native 
speakers and exposure to authentic language data, nor did they leam in a mixed mode 
of both through instruction and through contact. Instead, they leamt English nearly 
exclusively through classroom instruction, which introduced English tense/aspect in 
different units of a textbook. According to the curriculum, the perfect marking is 
formally introduced later than the progressive marking. Why did the intermediate 
learners investigated in this study perform better in perfect aspect, which was actually 
leamt after their master of progressive marking? Does an acquisitional order exist 
despite the instruction order? 
4.2.4.3 The temporal constituency of a situation the four aspects (perfective, 
imperfective, progressive, perfect) represent 
Before proceeding to the discussions of the answers to the questions raised in 
section 4.2.4.1 and 4.2.4.2, a clarification of the definitions and functions of each 
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aspect is necessary, because it would be quite facilitative in understanding the 
discussions to be presented in section 4.2.4.4 and 4.2.4.5. 
The difference between tense and aspect is the one between "situation-external 
time" (tense) and "situation-internal time" (aspect) (Comrie, 1976, p. 5). Aspect is 
"situation-internal", and is concerned with different ways of representing temporal 
constituency of a situation. Among the four aspects (perfective, imperfective, 
progressive, perfect), perfective, imperfective and progressive are ways of indicating 
temporal constituency of a situation, while perfect "tells us nothing directly about the 
situation in itself, but rather relates some state to a preceding situation" (Comrie, 1976, 
p. 52). In this sense, perfect is quite different from other aspects. 
Perfective and imperfective markings express opposite temporal constituency. 
Perfectivity views a situation as a single whole, disregarding the internal structure of 
that situation. While imperfective pays attention to the internal structure of a situation, 
without specifying the beginning and end of it (Comrie, 1976). In Spanish, the 
perfective and imperfective viewpoints are represented by the morphology of Preterite 
and Imperfective within past tense respectively (Slabakova & Montrul, 2002). 
Spanish perfective and imperfective forms only occur in past tense. Perfective 
views a situation as a self-contained whole (bounded), while imperfective views a 
situation in terms of its internal structure (unbounded). The difference between the 
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two can be illustrated in (1) and (2) (cited from Andersen, 1991, p. 309), and (3) and 
(4) (cited from Slabakova & Montml, 2002, p. 368). 
(1) Perfective: Nadie bailo tan bien como el. 
Paraphrase in English: Nobody danced as well as he did in the dance contest we 
just saw. 
(2) Imperfective: Nadie bailaba tan bien como el. 
Paraphrase in English (2a): Nobody danced as well as he did when we were 
young. 
Paraphrase in English (2b): Nobody danced as well as he did while everyone's 
eyes were fixed on him. 
(3) Perfective: Pedro dijo que Maria estuvo embarazada. 
Paraphrase in English: Pedro said that Maria was pregnant一Maria was pregnant 
and is no longer pregnant. 
(4) Imperfective: Pedro dijo que Maria estaba embarazada. 
Paraphrase in English: Pedro said that Maria was pregnant一She was pregnant 
at that time and she might still be pregnant. 
As illustrated by the above examples, perfective wraps up an event into a 
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package, while imperfective captures "the internal movement" (Andersen, 1991, p. 
309) of the event as it was happening. Imperfective could have two interpretations (2a 
vs. 2b). In (2a), imperfective describes a habitual act in the past; while in (2b), 
imperfective describes a dynamic ongoing activity happened in the past. "The Spanish 
imperfective can often (but not always) be translated into English with the 
progressive" (Slabakova & Montrul, 2002, p. 367). Actually, the second sense of 
imperfective inflection corresponds to past progressive inflection in English. The 
meaning in (2b) can also be expressed by the following English sentence: 
Nobody was dancing as well as he was while everyone's eyes were fixed on him. 
Though progressive is not equivalent to imperfective—past progressive is 
actually a subset of imperfective past, one constituency feature shared by progressive 
and imperfective is "unbounded". Progressive also expresses a kind of temporal 
constituency which is ongoing, and without clear starting and end points. 
As mentioned above, perfect aspect in English indicates nothing directly and 
definitely about the temporal constituency of a situation, but rather "indicates the 
continuing present relevance of a past situation" (Comrie, 1976, p. 52). For instance, 
in “I have lost my wallet", there is an implication of result that my wallet is still 
missing. While in the sentence “I thought I lost my wallet this morning, but it was 
found later", there is no such implication. Simple past tense is only used to indicate 
93 
the occurring time of an event or situation. It is "situation-external". 
Perfect aspect relates two time points, the time of a state, resulting from a prior 
action, and the time of that prior action. Present perfect incorporates both the present 
and the past, while past perfect incorporates both the past time and an earlier past time. 
In this sense, perfect is very different from the other three aspects, which are not 
concerned with relating two time points. 
Perfect aspect in English does not necessarily convey "bounded" meaning like 
perfective aspect does. Actually, it is ambiguous in indicating the internal 
constituency of verbs. This point is illustrated in examples (5) and (6). 
(5) I have eaten the dinner, so I am not hungry now. (I am no longer eating. The 
action "eat" is completed, and thus "bounded") 
(6) I have planned for the vacation for months. (I could be still planning, so the 
action "plan" is "unbounded") 
In summary, in terms of internal constituency of verbs, perfective always 
conveys "bounded" meaning, while imperfective and progressive always convey 
"unbounded" meaning. Perfect aspect in English relates a state to an earlier event time. 
It functions not as an indicator of the temporal constituency, and it could convey both 
"bounded" and "unbounded" meanings. Knowledge of the four aspects is necessary in 
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understanding the current findings discussed in section 4.2.4.2. 
4.2.4.4 Possible explanations for the developmental routes 
According to the Aspect Hypothesis, the acquisitional sequences of perfective, 
imperfective, and progressive makings are under the governance of lexical aspect. 
Perfective past emerges first with achievement verbs, and then extends its use to 
accomplishments, activities, and finally states; Imperfective past emerges first with 
states, and then to activities, accomplishments, and finally achievements; Progressive 
marking begins with activity verbs, and then extends to accomplishment or 
achievement verbs. The findings of this study about progressive marking also confirm 
the acquisitional sequence predicted by the Aspect Hypothesis. However, according to 
the findings about perfect marking, learners' use of perfect markings with the four 
types of verbs generally develop in parallel routes from low-intermediate level to 
high-intermediate level. No phenomenon of early development or delayed 
development is identified, hence no evidence for acquisitional sequence affected by 
lexical aspect is found for perfect making. 
Knowing that perfect aspect indicates nothing directly and definitely about the 
temporal constituency of verbs makes it easier to understand the reason why learners' 
use of perfect is not affected by lexical aspect, when their use of progressive, 
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perfective, and imperfective are affected by lexical aspect (as predicted by the Aspect 
Hypothesis). Lexical aspect is also concerned with the internal constituency of verbs, 
for example, stative verbs are non-dynamic and unbounded, activities are dynamic 
and unbounded, accomplishments are dynamic and bounded, and achievements are 
dynamic, bounded, and instantaneous. Lexical aspect exerts influences on the 
acquisitional sequences of progressive, imperfective and perfective markings, because 
learners tend to first use the aspect morphology to mark verbs of similar meanings. 
Therefore, progressive and imperfective inflections are first used to mark verbs like 
activities which are unbounded in meaning. Perfective inflection is first used to mark 
verbs like achievements which are bounded in meaning. While perfect aspect does not 
function as an indicator of verbal temporal constituency (bounded/unbounded), its 
development is thus not affected by lexical aspect. 
Although perfect is classified under the term of "aspect", it is really very 
different from other types of aspect in terms of functions. The status of perfect as an 
aspect is questioned in this acquisition study. 
However, this study only investigates intermediate learners, which prevents it 
from drawing a conclusion applicable to learners of all proficiency levels. One could 
argue that there is a stage before the low-intermediate level when lexical aspect does 
affect the perfect aspect marking. But the participants of this study (intermediate level) 
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have past that stage. It is hoped that, in future studies, participants from a wider range 
of proficiency levels could be recruited for study, to address this current limitation. 
4.2.4.5 Possible explanations for the "perfect-better-than-progressive" 
performance 
Statistics in Table 3 and Table 4 show that learners generally do much better in 
marking perfect aspect than progressive aspect with each of the four types of verbs, 
despite the fact that they leamt progressive makers earlier than perfect markers from 
textbooks. 
The Aspect Hypothesis does not mention the emergence time of perfect and 
progressive marking. Rather, it provides information about perfective and 
imperfective marking一‘‘(ii) Imperfective past emerges later than perfective past". 
Again, we take the viewpoint of temporal constituency in this analysis. Perfective 
emerges earlier than imperfective because perfective meaning (bounded) is 
cognitively more recognizable than imperfective meaning (unbounded) (Andersen, 
1991, 1993). Therefore, it could be postulated here that unbounded feature also 
prevents progressive aspect from being fast digested by learners. Perfect aspect, while 
not indicating definitely the internal constituency, could be used to convey bounded or 
unbounded meaning. Thus it is cognitively more recognizable than progressive, which 
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can only be used to convey unbounded meaning. If the emergence and development 
of tense-aspect is closely related to human cognitive competence, it appears to explain 
learners' "perfect-better-than-progressive" performance. Also, this finding supports 
Pienemann (1989)，s Teachability hypothesis. 
However, to confirm this hypothesis, learners of a full range of proficiency 
levels, from beginner to advanced learners, should be studied in the future. 
4.2.4.6 Summary on the use of perfect marking 
For intermediate Chinese instructed learners, no effect of lexical aspect as 
predicted by the Aspect Hypothesis is found in the marking of perfect morphology. 
The developmental routes of perfect marking with the four types of verbs barely 
reveal any early or delayed development. That is, the four types of verb generally 
develop at parallel routes. In addition, a comparison between two types of aspect 
morphology shows that learners use perfect morphology better than progressive 
morphology. 
Learners' use of perfect marking is not affected by lexical aspect, because 
perfect is different from other aspects in that it indicates nothing about the temporal 
constituency of verbs. Lexical aspect is closely related to the inherent temporal 
constituency of verbs, and it exerts its influences on the acquisitional sequences of 
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progressive, imperfective, and perfective aspects because learners first limit their use 
of aspect morphology to certain types of verbs which have similar meaning 
(bounded/unbounded) with the aspect marking. Learners performed better in perfect 
marking than progressive marking, because perfect marking, which can convey both 
bounded and unbounded meanings, is more cognitively recognizable than progressive 
marking, which can only convey unbounded meaning. The emergence of aspect 
morphology may be closely related to learners' cognitive competence. This finding 
serves to distinguish perfect aspect from the other types of aspect in terms of their 
functions. But to draw a definite conclusion which is applicable to all learners, it is 
necessary to recruit participants from a full range of proficiency levels for future study. 
Also, the findings also propose new directions for future research. Firstly, if the 
use of perfect marking is not affected by lexical aspect, are there any other factors 
exerting their influences? As presented before, in pre-test, learners used perfect 
making better with non-telic stative and activity verbs, but a little worse with telic 
accomplishment and achievement verbs. This seems not to be a coincidence. As will 
be presented in the later sections of this thesis, learners' appropriacy rates of perfect 
marking with four types of verbs are at the same level in the test immediately after the 
treatment. However, in delayed post-test, the picture shown in pre-test reappeared一 
they used perfect marking better with non-telic verbs than telic verbs. Whether this is 
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caused by the discourse features or other pre-determined factors awaits future 
research. It is suggested that other variables could be added in future investigations, 
such as tense, auxiliaries, modals, voice, as well as discourse features like adverbials 
and discourse organizational features, etc. 
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4.3 Characteristics of the interlanguage aspect morphology of instructed Chinese 
learners 
Research Question 2: What are the characteristics of the interlanguage aspect 
morphology of instructed Chinese learners? 
To answer this question, this section further explores the influences of LI 
Chinese, the role of instruction, and the interlanguage aspect morphology in 
intermediate learners based on the findings presented in section 4.2. 
As discussed in section 4.2, learners' use of progressive morphology is affected 
by lexical aspect as predicted by the Aspect Hypothesis, while the use of perfect 
morphology is not. Hypotheses have been proposed to account for the findings about 
perfect morphology, but the true reason for that can only be pinned down in future 
research. As previous studies barely investigated the acquisition sequences of perfect 
morphology with different verb types, it is hard to determine whether the features 
exhibiting from the findings about perfect morphology in this study are exclusive to 
Chinese learners or not. To not complexify the current issue, and to avoid drawing 
immature conclusions, this section will develop its discussion mainly around learners' 
use of progressive morphology. 
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4.3.1 Influence of LI Chinese on the use of progressive marking with stative 
verbs 
As pointed out in section 4.2.2.6, learners' appropriate use rate of progressive 
marking with stative verbs not only ranks the lowest among the four types of verbs, 
but also appears to be much lower than the other three types. The fact that states are 
non-dynamic verbs cannot fully account for this phenomenon. This section explores 
factors in LI parameters for possible explanations. 
Chinese and English are two languages with very different parameters. In 
progressive making, English uses copula verb be and the suffix -ing inflected on the 
verb to mark progressive aspect, while Chinese typically uses zai (ox zhengzai~a 
similar expression of zai, strengthening the meaning of currently ongoing) to mark 
progressive. This progressive marking rule has been identified in several studies (e.g. 
Chao, 1968; Li & Thompson, 1981; Sun, 2000). As an aspect marking, zai or zhengzai 
only occur preverbally, indicating that an action or event is ongoing. However, with a 
more careful inspection on Chinese progressive marking system, inconsistencies in 
the marking of progressive aspect in Chinese could be found. 
In Chinese, the progressive marking rule—using the marking zai preverbally to 
indicate an ongoing process—generally holds consistent and robust for dynamic verbs, 
i.e. activities, accomplishments, and achievements. However, the case may not always 
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be true for stative verbs. Examples (1) to (3) show cases where zai is applied to 
activity, accomplishment, and achievement verbs to indicate progressive aspect. 
While example (4) and (5) show cases where zai cannot be applied to stative verbs to 
express an ongoing meaning. 
(1) Activity verb watch: 
We are watching TV. (English version) 
women zai kan dianshi. (Chinese version) 
we za/-PROG watch TV 
(2) Accomplishment verb phrase fly from ... to ...: 
A plane was flying from New York to Los Angeles. (English version) 
yi-jia fei-ji zhengzai cong niu-yue fei-wang luo-shan-ji. (Chinese version) 
a plane zhengzai-PROG from New York fly to Los Angeles 
(3) Achievement verb knock: 
Someone is knocking on the door. (English version) 
you-ren zai qiao-men. (Chinese version) 
someone za/-PROG knock door 
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(4) Stative verb feeh 
I am feeling bad now. (English version) 
* wo zhengzai/zai gan-jue bu shu-fU. (Chinese version) 
I zhengzai/zai-VKOG feel not comfortable 
wo xianzai gan-jue bu shu-fu. (Chinese version) 
I xianzai-ADVERBlAL feel not confortable 
(5) Stative verb understand: 
Nowadays, scientists are understanding more and more the causes of regular 
diseases. (English version) 
xianjin, ke-xue-jia dui chang-gui ji-bing de gen-yuan de ren-shi yue-lai-yue-duo. 
(Chinese version) 
xianjin-ADWERBlAU scientist to regular disease de cause de understanding 
more and more 
* xianjin, ke-xue-jia zhengzai/zai ren-shi yue-lai-yue-duo chang-gui ji-bing de gen-
yuan. (Chinese version) 
nowadays, scientist zhengzai/zai~PROG understand more and more regular 
disease de cause 
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Chinese uses zai or zhengzai to mark the progressive of dynamic verbs, such as 
watch, fly from ...to knock in examples (1), (2) and (3). Does the rule also hold 
true for stative verbs? As shown in examples (4) and (5), zai or zhengzai cannot be 
applied to stative verbs to mark progressive. This finding agrees with Li and 
Bowerman (1998) in that the progressive marking zai "cannot be used with stative 
verbs" (p. 313). Sometimes, the progressive aspect of stative verbs are expressed by 
some temporal adverbials, such as xianjin (nowadays), zuijin (recently), and xianzai 
(now), etc. 
Comparing the use of progressive markings with dynamic verbs and non-
dynamic verbs in Chinese, it is postulated here that the difference is caused by the 
dynamic and non-dynamic distinction. 
This dynamic and non-dynamic distinction also exerts influences in English 
progressive marking. English cannot use progressive to mark stative verbs as 
productively as the marking of other dynamic verbs. However, the progressive marker 
-ing can still be suffixed to stative verbs to strengthen the meaning or to achieve 
special effects. Below are four examples showing the use of stative verbs in 
progressive tense. Sentence (1) is said by a weatherman, who uses the progressive 
tense to strengthen the currently ongoing meaning. Similar usage can be found in 
sentence (2), which is quoted from a website preventing suicides. In sentence (3), the 
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past progressive tense is used to indicate a past temporary status instead of regular 
status. Sentence (4), the advertising slogan of McDonald, uses progressive to 
strengthen the psychological state, in this case, love. 
(1) According to the weather map, right now we are having a heat wave. The 
temperature has been 32° C for three days. 
(2) If you are feeling suicidal now, please stop long enough to read this. 
(3) A: In my impression, John is a wise person. I can't believe he quarreled with 
his boss just because of the additional work. 
B: Oh, I think he was just being foolish. 
(4) I'm loving it. 
In English, though the use of progressive marking with states is still limited by 
the aspectual rule, this combination is more acceptable in current popular culture, 
since enough people have used it in various situations. 
However, as discussed above, in Chinese, the progressive marker with states is 
generally not allowed, according to many (e.g. Li & Bowerman, 1998). In learning to 
apply progressive marker to stative verbs while appropriate, Chinese learners are 
faced with bigger challenges due to rule of their first language. This study argues that 
the dynamic and non-dynamic distinction in lexical aspect, together with the 
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parameter in LI Chinese, lead to the seriously underdeveloped progressive marking 
with stative verbs. 
In second language acquisition, two opposing views on LI transfer exist. 
Schwartz and Sprouse (1996) propose the full-transfer/full-access hypothesis, 
maintaining that learners start out with the LI parameter value. While Epstein et al. 
(1996) proposes no-transfer/full-access hypothesis, arguing that LI transfer plays a 
minimal role in second language acquisition. Slabakova (2000) conducted an 
experimental study to examine the two hypotheses by investigating two groups of 
learners of English, native speakers of Spanish, a language sharing the same 
parametric values with English in terms of the aspect parameter, and native speakers 
of Bulgarian, a language featured with opposite parametric values with English. The 
two groups of learners gave different performances in marking telicity in the verb 
phrase. The author then concludes that the differences are traceable to the native 
languages, and argues for the fUll-transfer/full-access hypothesis. 
The findings of this study supports the full-transfer hypothesis, and argues that 
LI parameter is another factor which leads to the seriously underuse of progressive 
marking with stative verbs by Chinese speakers. 
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4.3.2 Role of instruction 
Different from the participants in previous studies who leamt a second language 
naturally in the contact environment or leamt in a "mixed" environment, the 
participants in this study are students purely receiving classroom instruction. They did 
not pick up each tense/aspect construction during use of language. Instead, the 
constructions were presented to them one by one in an explicit way in the classroom. 
However, despite the arbitrary presentation order of the constructions, the 
intensive explicit classroom instruction, and the lack of natural language input, the 
developmental pattern of progressive aspect for instructed Chinese learners exhibit 
great similarities with those for uninstructed learners and "mixed" learners. 
Therefore, it appears that learning environment does not influence the essential 
acquisitional sequence, at least in terms of progressive aspect. The result about the 
development of progressive marking lends credence to VanPattem's (1990) "the core 
of SLA"—meaning a learner does in common to all contexts. 
4.3.3 Interlanguage aspect morphology of intermediate learners 
According to the Aspect Hypothesis, learners initially use a tense /aspect 
morphology to mark a certain type of verb according to the inherent lexical meaning 
of the verb. They gradually modify their restricted interlanguage grammar, and extend 
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the use of the morphology to a full range of verbs. The length of time used to achieve 
a native like grammar varies due to the learning environment. 
In the case of Chinese instructed learners, they are undergoing a prolonged 
period moving away from the restricted grammar to the target like grammar. For 
learners of intermediate level investigated in this study, their use of progressive 
morphology is still affected by lexical aspect. 
They use progressive markings with activity verbs the best, and then with 
accomplishments and achievements, and finally the worst with states. Their use of 
progressive markings with achievements and states gained observable improvement 
only after the intermediate level. Two reasons are proposed here to account for the 
prolonged period of acquisition. 
Firstly, native speakers of Chinese find the English tense and aspect morphology 
especially difficult for them due to their heavy reliance on lexical and pragmatic 
devices in expressing temporal and aspectual meaning. Yang and Huang (2004) 
identify initial tendencies for second language learners to omit the redundant forms 
that reflect a natural pattern in language change. Also, as Chinese is a language which 
uses more pragmatic and lexical devices than grammatical ones in temporal 
expressions, native speakers of Chinese tend to transfer this LI parameter to the L2 
acquisition. Therefore, their strong tendency to focusing on meaning is the result of 
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the dual influences of learners' initial inclination and Chinese tense/aspect parameters. 
What makes their learning even difficult is the exclusive dependence on 
classroom instruction. Without communicative contact with native speakers, they are 
left with the target forms in classroom instruction as their major language input. 
While Chinese English education, known as grammar education, stresses the accuracy 
of linguistic forms, learners are asked to pay specific attention to the linguistic forms 
without fully understanding the functions of the forms. This explains why the 
appropriate rate lags far behind the accuracy rate for most instructed learners, as 
identified by Bardovi-Harlig (1992). The mismatch between appropriate rate and 
accuracy rate is still pronounced even for advanced learners. Struggling between their 
initial tendency to rely on meaning and the enforcement from classroom to focus on 
form, Chinese learners are put in the difficult position that they usually fail to employ 
the correct form to express appropriate meaning, thus resulting in a more biased 
aspect morphology. 
All in all, the influences of LI Chinese parameters, combined with form-focused 
classroom instruction, have prolonged the length of time for Chinese learners to 
achieve target-like grammar that is not affected by the lexical aspect. An observation 
of the interlanguage progressive morphology of high-intermediate learners reveals a 
tendency toward interlanguage fossilization. Without appropriate pedagogical 
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treatment, it is very likely that these learners will not make any more change to their 
current interlanguage grammar in which the progressive inflection cannot be used to 
mark all types of verbs productively. 
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4.4 Effects of enhanced positive input on remedying the biased distribution of 
aspect markings 
Table 5 
Appropriacy rates of progressive and perfect marking with the four types of verbs in 
pre-test, immediate post-test (post-test 1), and delayed post-test (post-test 2) 
Pre-test Post-test 1 Post-test 2 
Progressive States 10.91 60.61 60.91 
Activities 87.64 
Accomplishments 51.21 86.67 80.73 
Achievements 45.23 64.18 52.73 
Perfect States 73.64 82.27 75.27 
Activities 78.58 84.32 84.24 
Accomplishments 53.55 84.85 63.91 
Achievements 67.12 80.61 72.27 
Table 6 
Statistics from RM ANOVA for the variable Test Time in progressive marking 
I F I P Power 
States T o . 7 8 , 92.66)= 82.50 p < 0.001 1.00 
Activities F (1.88，97.56)二 7 0 . 8 � p < 0.001 — 1.00 
Accomplishments F (1.76, 91.35)= 48.70 p < 0.001 — 1.00 
Achievements F (1.88,97.56)= 70.88 p < 0.001 1.00 一 
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Table 7 
Statistics from RM ANOVA for the variable Test Time in perfect marking 
F P Power 
States F (1.98, 103.02)= 3.52 p =0.03 0.64 
Activities F (1.96, 102.02)= 1.50 p =0.23 0.31 
Accomplishments T t 1.89, 98.39)= 42.48 p <0.001 T o O 
Achievements F (1.89,98.03)二 5.60 p = 0.005 0.83 一 
In this study, the same group of learners was tested three times, so the p-value of 
the within-subject factor Test Time is calculated by SPSS repeated measure ANOVA. 
Statistics in Table 6 show that for progressive morphology, Test Time is always a 
significant factor for all four types of verbs, which means learners' appropriate use of 
progressive markings had undergone significant changes across the three tests. For 
perfect morphology, as shown in Table 7, Test Time is a significant factor for three 
types of verbs, namely stative, accomplishment, and achievement verbs, but not 
activity verbs. As can be seen in Table 5 and Figure 4, the appropriacy rates for 
perfect marking with activities remained more or less at the same level through the 
three tests (appropriacy rates from pre-test to immediate and delayed post-test: 78.58, 
84.32, 84.24). Therefore, for perfect marking with activities, the p-value (p=0.23) for 
the variable Test Time is far way bigger than the value 0.05, therefore, could be 
considered as quite insignificant. However, for perfect marking with states, which 
have very close appropriacy rates in pre-test and delayed post-test (73.64 and 75.27), 
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the p-value (p=0.03) for Test Time is significant because there is a obvious 
improvement in immediate post-test (82.27). The RM ANOVA procedure examines 
and compares the appropriacy rates in all of the three tests. Therefore, it will be 
indicated in the p-value if there is any significant change in both immediate post-test 
and delayed post-test. Generally speaking, learners' appropriate use of perfect 
markings with the three types of verbs (states, accomplishments, and achievements) 
had undergone significant changes across the three tests. 
The fact that the p-value of Test Time for perfect marking with activity verbs is 
0.23 (>0.05) does not necessary mean that there is not significant change in the 
performance of activity verbs. It may be that the power (0.31) is not big enough for us 
to observe the statistical difference. When the power is too small, it requires an 
investigation of more participants in replicating the study (Larson-Hall, 2010). Also, 
for the perfect marking with stative verbs, the p-value of Test Time is not quite 
"significant" with the number 0.03 close to 0.05. It is not surprising to find that 
perfect marking with activities and states received not quite significant improvement 
in appropriate use, because these two types of verbs received the highest appropriacy 
rates in pre-test and were left with not much space for improvement. 
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4.4.1 Effects of enhanced positive input on progressive marking 
As discussed in section 4.2.2.2, for Chinese instructed learners, use of 
progressive morphology is governed by lexical aspect, with activities receiving the 
highest score, followed by telic verbs, accomplishments and achievements, and then 
non-dynamic states. This biased distribution of progressive morphology is 
demonstrated in their performance in pre-test. How did their interlanguage 
progressive morphology change after being exposed to the enhanced positive input? 
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Figure 3. Appropriate use rates of progressive marking with each of the four 
types of verbs in three different tests 
As shown in Figure 3, results of immediate post-test reveal a different 
distribution map. The appropriate use of progressive marking is led by activity and 
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accomplishment verbs, followed by achievement and stative verbs. (1) Stative verbs 
receive the greatest improvement in the immediate post-test. The appropriacy rate for 
stative verbs is very close to that of achievement verbs. (2) The appropriacy use rate 
for accomplishments has undergone greater improvement than that of achievements, 
because accomplishments share the same parametric feature [+durative] with activity 
verbs. For example, the accomplishments such as run a mile and build a house are 
durative events just as activities such as sing and sleep. So in terms of congmency, the 
association between accomplishments and progressive marking ranks the second 
strongest. 
The distribution map for the delayed post-test is similar with that for immediate 
post-test. The only differences lie in that (a) the score for accomplishments is a little 
higher than that for activities, and (b) the score for states is a little higher than that for 
achievements. One thing worth pointing out is that, while the appropriacy rates for the 
other three types of verbs had undergone slight decrease from the immediate post-test 
to delayed post-test, stative verbs stands out as the exception. The appropriacy rate for 
stative verbs in the delayed post-test remained more or less unchanged from the 
immediate post-test. Also, if we take a closer look at the two lines for 
accomplishments and achievements from immediate post-test to delayed post-test, it 
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is not difficult to notice that the downward trend for accomplishments is slower than 
that for achievements. 
In summary, the enhanced positive input worked to remedy the previous biased 
distribution of progressive morphology. As shown in the results of the pre-test, 
learners' development of progressive morphology was affected by lexical aspect, and 
the enhanced positive input has been facilitative in canceling the effects of lexical 
aspect. In addition, in the delayed post-test held three weeks after treatment, there is 
only a minimal tendency for the effects of input to diminish, which means the 
enhanced positive input not only resulted in immediate progress, but also secured 
longer retention. 
Among the four types of verbs, accomplishments are the first breakthrough. 
They have overcome the difficulty caused by lexical aspect, because accomplishments 
share the durative and dynamic features with activities, and thus have a quite strong 
association with progressive marking. This finding confirms the Congruence Principle 
(Andersen, 1993) and furthers the Aspect Hypothesis. The author of this study has 
strong reason to believe that, with more sessions of treatment, further improvement 
will be observed with achievement and stative verbs. 
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4.4.2 Effects of enhanced positive input on perfect marking 
As indicated in Figure 4, in the immediate post-test, accomplishment and 
achievement verbs showed the greatest improvement. In pre-test, the appropriate use 
rates of perfect with accomplishments and achievements are a bit lower than those 
with activity and states. Immediately after the treatment, the appropriate use rates of 
perfect markings for the four types of verbs clustered together, and no much 
difference can be found between the four types of verbs. 
8 75 I S t a t e s 
i II + A c t _ e s 
c 60 / • Accomplishments 
. 5 5 / -s—Achievements 
50 
45 “ — 
40 J ^ ^ 
Pretest Posttest i Posttest2 
Test time 
Figure 4. Appropriate use rates of perfect marking with each of the four types of 
verbs in three different tests 
It is worth to mention here that learners' distribution of perfect marking is not 
predicted by Aspect Hypothesis, with activities and states better than 
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accomplishments and achievements. However, the enhanced positive input, which 
was originally designed to remedy the biased distribution caused by lexical aspect, 
also exerted effects on the difficult types of verbs一accomplishments and 
achievements. It suggests that the enhanced positive input may have positive effects 
on biased distributions despite the causes. 
In the delayed post-test, the effects of enhanced positive input seemed to 
diminish. More sessions of treatment are needed to decide whether there is long-term 
effect of treatment on perfect markings. 
4.4.3 Summary on progressive and perfect markings 
For both progressive and perfect, the enhanced positive input exerts great effects 
in the immediate post-test. The types of verbs found to be difficult in pre-test got the 
greatest improvement immediately after treatment~use of progressive marking with 
states and achievements, and use of perfect marking with accomplishments and 
achievements. In the delayed post-test, the effects of enhanced positive input did not 
diminish on the biased distribution of progressive morphology caused by lexical 
aspect; but for perfect marking whose biased distribution is not caused by lexical 
aspect, the effects of enhanced positive input seemed to fade away. At least, the fact 
that, the effects of enhanced positive input are prominent and durable in decreasing 
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the learning difficulty caused by the lexical aspect, confirms the predicted hypothesis. 
But more controlled experiments are needed in the future to further the discussion. 
4.4.4 Why positive input? 
Input is the language data on which the learner's language learning is based. 
Therefore, which type of input to choose in efficient language teaching has become 
one of the essential issues in second language acquisition. This study examines this 
issue in the setting of classroom instructed learning. 
Chinese language learners leam English mostly from classroom instruction, and 
are restricted in their opportunity to interact with native English speakers. For the 
participants of this study, they generally started learning English at the ages from 10 
to 13 in the classroom, and their improvement in English kept step by step with the 
chapters of textbooks, from beginner level to the intermediate level. For these non-
English majors, the medium of instruction in English courses from primary school to 
university are both Chinese and English. In daily life, they use Chinese to 
communicate with each other, and most of them do not have friends whose native 
language is English. Classroom instruction provides them the main source of English 
input. 
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Their classroom input includes both positive input and negative input. Positive 
input, which is given when a new construction is introduced, is usually in the form of 
several examples of the new construction followed by teachers' explicit instruction. 
Once the instruction stage has passed, positive input would largely be replaced by 
negative input. Teacher uses students' incorrect productions as negative input, and 
gives corrective feedback to show that certain productions are incorrect or 
inappropriate in target language. Such negative input exerts facilitative effects on the 
learning of English tense and aspect, but it gradually loses its power to affect learners 
when learners have reached the intermediate level. That is why many advanced 
learners of English still undergeneralize tense/aspect markings under the influence of 
lexical aspect. 
This study proposes to use positive input in instruction because: (a) positive 
input is available to learners outside the classroom, so can still be used by learners, as 
pointed out by Bardovi-Harlig and Reynold (1995), and (b) positive input presents to 
learners the authentic use of tense/aspect markings in natural contexts, thus helps to 
cancel the effects of the One-to-One Principle. 
It should be noted that the decision of which type of input to choose should be 
based on the demographic features of learners, the language learning environment, 
and the target construction. Positive input does not work positively in all occasions. 
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For example, White (1991a, 1991b) argues that negative evidence with explicit 
instruction is the best option for French learners learning English SVO order. Because 
the learners are naturalistic learners, and they cannot find their LI parameter, SVAO 
order, is wrong in the positive evidence of English. Therefore, in order to preempt the 
LI parameter, positive input is not enough and negative input is more desirable. 
In naturalistic language learning, positive input sometimes fails to point out the 
incorrect LI parameter sometimes. In this case, positive input should be accompanied 
by negative input, which draws learners' attention to the difference between LI and 
L2 parametric values. However, in the case of classroom instruction, where negative 
enhanced input plays the main role, a manipulation of positive input would be more 
beneficial in learning some language constructions. 
4.4.5 Why enhance input? 
It has been generally recognized in second language studies that the second 
language learner does not take in whatever he is exposed to. Sharwood Smith (1993) 
points out that the target forms as input to learners would lead learners to realize their 
interlanguage system, but may fail to secure actual development of their interlangauge, 
because learners can still get the meaning across without using the accurate linguistic 
form. 
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In Sharwood Smith's argument, second language learners are focused on the 
meaning so that the linguistic form is ignored. When it comes to the classroom 
instructed second language learners whose native language is Chinese, the situation 
may be different. Firstly, the aspect morphology this study is focusing on is said to be 
a "redundant" grammatical form in English, because the omission or the inappropriate 
use would not cause communication obstacle while we can always infer the temporal 
and aspectual meanings from the contextual clues. Chinese speakers find the aspect 
morphology especially redundant because they have put much reliance on lexical and 
pragmatic devices in temporal expressions. In this sense, the aspect morphology 
appears to be especially difficult to acquire for Chinese speakers. 
Also, as have discussed in section 4.3.3, Chinese learners' more biased aspect 
morphology~appropriate use lagging behind formal accuracy— is actually a product 
of their initial tendency to rely on meaning and the enforcement from classroom to 
focus on form. As the input in current classroom does not trigger a change in the 
learner's interlanguage system, a change in classroom input is in order. This study 
proposes to manipulate and enhance language input in the classroom to make certain 
aspects of language salient, in order to draw learner's attention to them. What remains 
unknown to us is whether or not learner's attention is directed in the desirable way. 
We can only measure learners' progress quantitatively in search for the answer. 
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4.4.6 How to enhance input? 
While it remains a mystery learners' processing system of language input at a 
given moment, we could measure whether a certain type of input is effective or not. 
While the constructionists hold that the learning of language constructions is input-
driven, this study concerns very much about how to "drive" learners to the 
destinations by the input. 
This section gives answers to the several questions asked before. 
(1) Why do learners ignore the vast examples in the input which are in 
contradiction with their own interlanguage system? Under the influence of lexical 
aspect and governed by the Congruence Principle, learners tend to notice only the 
strong association between the meaning of the verb and the meaning of the aspect 
morphology, and lose sight of the weak associations. The vast examples in the input 
are selectively chosen for attention. That is why the biased distribution cannot be 
remedied by the large amount of natural input. 
(2) What makes the learner ready to take in certain input? At which condition 
can the input permeate the learner's mind? The vast amount of natural input may be 
just exposed to learners, but without being noticed. One way to solve this problem is 
to enhance the input so that those weak associations could be noticed by learners. 
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(3) What kind of input makes a change in learner's cognitive system? This study 
proposes that the first step for learners to modify their current interlanguage aspect 
system is their realizing the difference between their own interlanguage grammar and 
target grammar. 
Wulff et al. (2009) summarize four determinants of learning: (a) input frequency; 
(b) form (salience and perception); (c) function (prototypicality of meaning); and (d) 
interactions between these (contingency of form-function mapping). In order to 
facilitate the process of input turning into intake, this study proposes four ways to 
enhance the classroom input. (1) To balance the frequency of each type of verb. The 
frequency of each type of verb used with a certain inflection is biased in the natural 
input, which results in an even more restricted learner's grammar. (2) To make the 
originally weak associations between inflection and verb type salient for perception. 
(3) For a certain inflection, to make the prototypical verbs and the peripheral ones 
equally noticeable for learners. (4) To stress the importance of form-function mapping. 
On the whole, the purpose of the enhanced input is to present the use of an inflection 
with a full range of verbs, and to attract learners' attention to both strong and weak 
associations equally, rather than trying to replace the strong association by the weak 
ones. 
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4.5 Comparison of the effects of three treatment conditions 
4.5.1 Introduction 
Knowing that enhanced positive evidence is facilitative for the learning of 
aspect morphology does not close the discussion. As instruction condition varies with 
regard to instruction type, instruction setting, instruction length and exposure, the 
outcome of instruction is by no means homogeneous across different instruction 
conditions. This study furthers its exploration into the deductive/inductive dichotomy 
much discussed in the field of second language acquisition. 
As discussed in the previous section, learners have expanded their 
undergeneralized grammar after the treatment periods. But what remained unclear is 
which learning condition optimizes the effects of enhanced positive input. This 
section then presents the research findings to Research Question 3: If the enhanced 
positive evidence benefits the learning of aspect morphology, how to optimize the 
effects of enhanced positive input~by explicit deductive instruction, or inductive 
treatment, or possibly a combination of both? 
4.5.2 Design of this study 
There are three different types of treatment conditions in this instructional 
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experiment, explicit deductive instruction, explicit inductive treatment, and a 
combination of both. The deductive instruction was implemented by the traditional 
presentation of rules followed by the enhanced positive input as examples. The 
inductive treatment was implemented by a consciousness-raising task and a follow-up 
discussion based on the same set of enhanced positive input. It is inductive in nature 
because learners worked on the input and tried to elaborate the rule by themselves. It 
is explicit in nature because learner's awareness was aroused by the focused noticing 
task and the discussion. The combined method was implemented by traditional 
presentation of rules at the beginning, followed by the same consciousness-raising 
task and discussion. The three groups are then called respectively the "rule" group一 
since they leam based on rule-based deductive instruction, "input" group一since they 
complete exercise based on the enhanced input, and the "combined" group. 
Different from the "input" group who carried out independent discussion 
without a word of instruction from the teacher, the "combined" group received 
explicit feedback from the teacher during their discussions. For the "input" and 
"combined" learners, the exposure of positive evidence was supplemented by 
consciousness-raising tasks, while the "rule" group was not assigned any focused 
noticing exercises. 
Since awareness is the defining feature distinguishing explicit learning from 
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implicit learning used in second language literature (DeKeyser, 2003), all three 
treatment conditions are explicit in that they all arouse learners' awareness either 
through rule-based deductive instruction, or through focused noticing task and 
discussion. 
Inductive learning goes from particular to general, and from examples to rules. 
"When students are encouraged to find rules for themselves by studying examples in a 
text, learning is inductive and explicit" (DeKeyser, 2003, p. 314). This is the case for 
the "input" group of this study. 
4.5.3 Results 
4.5.3.1 Statistics output from SPSS 
Learners of three condition groups were tested three times, pre-test, immediate 
post-test, and delayed post-test, on the appropriate use of progressive and perfect 
morphology with each of the four types of verbs. Considering the use of an aspect 
inflection (progressive/perfect) with one type of verb (state / activity/ 
accomplishment/ achievement) a sub-test of the big test on aspect morphology, there 
are then eight sub-tests in the pre-test, eight in the immediate post-test and eight in the 
delayed post-test. Therefore, eight separate RM ANOVA procedures were performed 
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to test whether there is significant difference in their performance across three tests, 
and whether there is significant difference among the three treatment conditions 
across three tests. 
Table 8 presents the result of Research Question 3. No statistically significance 
was found for the between-subjects variable, treatment condition. However, it could 
be possible that the values of power are generally too small for us to observe 
statistical significance, and a solution is to replicate this study with a larger number of 
participants (Larson-Hall, 2010). Alternatively, it could be that the significance just 
cannot be shown in the short two-session treatments, with each session 45 minutes 
only. 
Table 8 
Statistics from RM ANOVA for the variable Treatment 
P Power 
Progre- States _ F (2,52)= 1.38 0.26 0.28 
ssive Activities F (2, 52)= 0.36 0.70 OJ] 
Accomplishments F (2, 52)= 0.90 0.41 
Achievements F (2, 52)= 0.90 0.36 
Perfect " ^ e s F (2, 52)二 0.90— 0.54 OM 
Activities F (2, 52)= 0.08 0.92 OM 
Accomplishments F (2，52)= 0.04 0.96 OM 
Achievements F (2,52)= 0.35 0.71 0.10 
Statistics could be interpreted as: all of the three treatment conditions have led to 
significant improvement in the appropriate use of aspect morphology, but no single 
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condition is significantly superior to the other two in the current experiment design. 
To decide whether there is significant difference among three conditions, recruitment 
of more participants and more session of treatment are to be implemented in future 
studies. 
4.5.3.2 Effect size 
As no significance is exhibited in statistics, for a better understanding of the 
effects of each treatment condition through tests at three stages, effect size was then 
calculated for each of the three treatment conditions for eight times (because of the 
eight sub-tests). Table 9 and 10 summarizes the values of effect size, calculated at two 
stages, immediate post-test and delayed post-test. 
Table 9 
Effect size (d/r) for progressive marking by three treatment groups in immediate post-
test (post-test 1) and delayed post-test (post-test 2) 
"combined" group "input" group "rule" group 
(d/r) i m (d/r) 
一 Post-testl _ 2.37/0.76 1.74/0.66 2.70/0.80 
States Post-test2 ~ 2.90/0.82 1.71/0.65 1.84/0.68 
. . Post-testl — 1.84/0.68 1.37/0.56 1.73/0.65 
Activities Post-test2 1.04/0.46 0.71/0.33 0.93/0.42 
"； ；T, Post-testl 2.07/0.72 1.25/0.53 _ 1.07/0.47 
Accomplishments ^p^^^：^ 1.56/0.62 1.14/0.50 " " ^ U T o s T ^ 
Post-testl — 0.80/0.37 0.74/0.35 0.79/0.37 
Achievements | post-test2 0.75/0.35 0.18/0.09 0.11/0.05 
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Table 10 
Effect size (d/r) for perfect marking by three treatment groups in immediate post-test 
(post-test 1) and delayed post-test (post-test 2) 
"combined" group "input" group "rule" group 
(d/r) (d/r) 
Post-test 1 - 0.43/0.21 0.23/0.12 0.42/0.21 
Post-test 2 0.27/0.13 -0.25/-0.12 0.22/0.11 
Post-test 1 - 0.01/0.007 0.39/0.19 0.47/0.23 
Post-test 2 - 1.01/0.45 0.05/0.02 -0.10/-0.05 
7 7 ；P o s t - t e s t 1 1.41/0.58 1.51/0.60 1 . 7 1 / 0 . 6 5 ^ 
Accomplishments ^ 0 . 7 0 / Q . 3 3 ^ 0.34/0.17 0.32/0.16 
Post-test 1 0.50/0.24 0.91/0.41 0.42/0.20 
Achievements ppst-test 2 0.35/0.17 0.05/0.03 0.28/0.14 
In immediate post-test, "combined" group and "rule" group took turns to show 
the biggest effect size, and they almost equal each other in score, with "combined" 
group ranking the first for 4 times out of 8, and "rule" group ranking the first for 3 
times out of 8. In immediate post-test, "input" group barely standout. 
The picture of delayed post-test is a more systematic one. Of all the eight sub-
tests, "combined" group ranked the first for eight times, while "rule" group never got 
the first place. The worst place was either filled by "input" group (4 times) or "rule" 
group (4 times). Learners' improvement with each type of verb in immediate post-test 
(post-test 1) and delayed post-test (post-test 2) could be easily observable from Figure 
5-12. 
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4.5.4 Interpretation and discussions 
(1) The "input" group showed less improvement than the other two groups both 
immediately after treatment and three weeks after the treatment; (2) immediately after 
treatment, both "combined" group and "rule" group exhibited bigger improvement; (3) 
three weeks after treatment, the combined treatment method demonstrated 
overwhelming superiority over the other two. 
4.5.4.1 The "input" group~the group without explicit rule instruction 
The treatment of enhanced input with consciousness-raising task and discussion, 
though, shows its effects over time, is not strong enough when compared to the other 
two treatments in the learning of aspect morphology. Another study also investigated 
into similar treatment confirms this result. 
Alanen (1995) investigated the learning of Finnish locative suffixes and the 
"consonant graduation" rule by four treatment groups: mere exposure, input 
enhancement, rule presentation, and both rule presentation and input enhancement. It 
was found that the two groups with rules did better in post-tests; also, the performance 
of the two groups without rules, input enhancement and mere exposure, did not differ 
much. The input enhancement group in Alanen's study is comparable to the "input" 
group in this study. Neither group outperformed groups with rules in post-treatment 
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tests, providing evidence that, treatment without rule instruction, even with enhanced 
input and consciousness-raising task, cannot raise awareness as much as, or as 
successfully as treatment with rule instruction. Because without explicit rule 
instruction, learners were searching for the rules all by themselves, and it is highly 
likely that they misinterpreted the input or missed some essential points. Though their 
attention was aroused, there is no insurance that their attention was directed to the 
right place. 
4.5.4.2 The groups with explicit rule instruction—immediate effects of deductive 
and inductive learning 
The two groups with explicit rule instruction, "combined" group and "rule" 
group, both did better immediately after the treatment, and we can hardly decide the 
winner between the two. The two groups are both more explicit than the "input" 
groups一 "combined" group is explicit in that learners' awareness is aroused through 
a combination of consciousness-raising task and discussion, rule-based presentation, 
and possibly the enhanced input itself; the "rule" group is explicit in that learners' 
awareness is aroused both through rule-based presentation, and the effect of enhanced 
input. Therefore, more explicit treatment does help to arouse learners' attention better. 
Although all three treatments are explicit in nature, only the "combined" and 
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"rule" group received instruction, which encourages the retrieval of explicit 
knowledge, making the explicit knowledge more explicit (Buchner and Wippich, 
1998). 
4.5.4.3 The groups with explicit rule instruction—long-term effects of deductive 
and inductive learning 
Three weeks after the treatment, the advantage of combined method began to 
surface. Inductive learning facilitates longer memory retention. As shown in Figure 5-
12, all three groups showed a retreat from immediate post-test to delayed post-test, 
which is expected because of the short duration of treatment (2 sessions). 
The "rule" group performing best in some of the sub-tests in immediate post-test 
lost its edge in the delayed post-test, possibly because although the attention is 
aroused by deductive instruction, the explicit knowledge they received is stored in 
their working memory and phased out gradually. 
Why did the "rule" group, which performed the best in some of the sub-tests of 
immediate post-test, not keep its leading edge? According to DeKeyser (2003), 
knowledge acquired through explicit method tends to remain explicit, but the explicit 
knowledge could become implicit because "learners can lose awareness of its 
structure over time" (p. 2). This rule of structure learning also holds true for the 
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learning of form-function mapping. The "rule" group could have lost its awareness of 
the form-function mapping overtime without sufficient understanding. 
On the other hand, the "combined" group did not show greatest improvement in 
all of the sub-tests immediately after instruction, possibly because the "rule" group 
received more explicit knowledge than the "combined" group, and the explicit 
knowledge worked immediately in changing their interlanguage aspect morphology. 
But with combine group, as they used more time discussing, the length of time for 
explicit instruction decreased. Therefore, the immediate effect shown for the 
"combined" group is not as prominent as that for the “rule，，group. 
However, the "combined" group exhibited greatest improvement three weeks 
after the treatment, evidencing that inductive learning may help secure longer 
retention. Though not receiving as much explicit instruction as the "rule" group, the 
"combined" group participated in consciousness-raising task and followed-up, which 
seemed to facilitate their understanding of the use of aspect morphology. But this 
tentative conclusion needs to be confirmed by statistics. 
One special case is worth mentioning here一use of perfect with activity verbs. 
Immediately after the treatment, the performance of the "combined" group stayed at 
the same level as the pre-test, while three weeks after the treatment, the group had 
shown radical improvement. Two possible explanations are proposed to account for 
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this phenomenon. (1) The awareness aroused by the inductive learning has made 
some changes to their mind, even though it did not show immediate effects since the 
knowledge is not quite explicit. But the awareness had stayed with them for a longer 
period of time so that they had outperformed the "rule" group in delayed post-test. (2) 
Under the effects of the inductive learning, they kept analyzing consciously the 
natural positive input, which is still available outside the class, and thus had 
transformed more input into intake before the delayed post-test. It has evidenced that 
the inductive training could facilitate the process of input turning into intake outside 
the classroom. 
Why did the "combined" group perform the best in the delayed post-test? Both 
"combined" group and "rule" group had been aroused the awareness for immediate 
modification of their interlanguage grammars, but only the awareness gained through 
understanding made a difference for intake. For the "combined" group, learners' 
awareness of the knowledge was enhanced when they attempted to access it, by 
conveying it verbally to the other members in the discussion group. Therefore, 
durable improvement stayed with the "combined" group. 
4.5.5 Summary 
Treatment seems to be the most beneficial in the form of a combination of 
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inductive training and rule presentation. Learners' awareness can be aroused better in 
inductive learning through understanding. Also, learners keep turning input into intake 
outside the classroom with the help of inductive learning methods. Though the 
advantage found for this "combined" group is not statistical, the trend is suggestive. 
The learning target of this study is not formal accuracy of aspect morphology, 
but the mapping of form and function. The learning target~using aspect morphology 
appropriately in contexts —cannot be explained away by a single set of rules. Instead, 
it requires in-depth understanding of both form and meaning of the aspect inflections. 
This may be the reason why a combination of inductive training and explicit rule 
presentation is the most effective treatment. 
This study argues that when the learning of a target involves prototypical and 
peripheral examples, when the learning of a rule is actually affected by a number of 
other factors, such as form frequency, form-function contingency, and prototypicality, 
the rule presentation only would fail to ensure long-term knowledge. Rather, a 
combination of inductive learning and rule presentation is the most desirable means 
for directing learners' attention to desirable places. 
However, the preliminary conclusion should be treated with caution due to the 
lack of statistical evidence. More sessions of treatment as well as a bigger number of 
participants are needed in future studies for a decisive conclusion. 
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Chapter 5 Conclusions 
5.1 Answers to research question 1 
Research question 1: Are the developmental routes of English aspect 
morphology, namely progressive and perfect, in instructed Chinese learners affected 
by lexical aspect? If yes, how does it confirm or disprove the Aspect Hypothesis? If 
no, what are the underlying reasons? 
After examining the appropriate use rate for both progressive inflection and 
perfect inflection with each of the four types of verbs, pictures of learners' 
interlanguage aspect morphology and the developmental trend for each inflection 
were obtained. It is found that (1) the developmental trend for progressive marking 
generally conforms to the Aspect Hypothesis, (2) the developmental trend for perfect 
marking is not affected by lexical aspect, and (3) learners' use of perfect marking with 
the four types of verbs is more appropriate than their use of progressive marking. 
5.1.1 The developmental routes for progressive marking 
The appropriate use rates of progressive marking with the four types of verbs are 
put in descending order: activities, accomplishments, achievements, and states. 
Moreover, at all three proficiency levels, the appropriate use rates for stative verbs 
lagged far behind the other three types of verbs. 
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The development trends differ among the four types of verbs. The appropriate 
rate with activity verbs shows a steady increase through out three levels. With 
accomplishments, it shows rapid increase from low-intermediate level to intermediate 
level. While with achievements and states, it shows minimal increases from before the 
intermediate level and rapid increases after the intermediate level. 
The results confirm the statements of the Aspect Hypothesis in that “(iii) 
Progressive marking begins with activity verbs, and then extends to accomplishment 
or achievement verbs; (iv) Progressive markings are NOT incorrectly overextended to 
states" (Andersen & Shirai, 1994). Furthermore, the study provides additional 
evidence that (1) accomplishment verbs develop earlier than achievement verbs, and 
(2) progressive marking with stative verbs are the last one to get developed, and it is 
seriously underused at all three levels. 
The two pieces of evidence of this study are of great significance in that they 
serve to further distinguish the developmental orders between accomplishments and 
achievements, while the Aspect Hypothesis treats accomplishments and achievements 
as a single group of telic verbs in its statement; they also serve to further complete the 
Aspect Hypothesis by adding the description of the descriptive trend of progressive 
marking with states while there is no mentioning of this specific trend in the Aspect 
Hypothesis. 
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In this way, this study further highlights two types of lexical aspectual 
distinctions: the stative/dynamic distinction and the durative telic/punctual telic 
distinction. The developmental pattern and the two lexical aspectual distinctions could 
be explained by the Relevance Principle and the Congruence Principle. 
Though both accomplishments and achievements are telic verbs, 
accomplishments share the durative feature with activity verbs, while achievements 
are non-durative in nature. Therefore, the meaning of accomplishments is more 
congruent with the meaning of progressive marking, thus get developed earlier, and 
used more appropriately. Stative verbs not only receive no inappropriate overusing of 
progressive marking, but also turn out to be the most difficult part for progressive 
marking, because the stative feature is the least congruent with the progressive 
marking in meaning. Apart from the fact that stative verbs being non-dynamic verbs, 
the features of LI Chinese also play a role in the delayed developmental process of 
progressive marking with stative verbs. 
Interestingly, the lexical aspectual distinctions have been used as classification 
critera in acquisition studies, while in the mean time, the present acquisition study 
serves to further refine the lexical aspectual distinction by distinguishing durative and 
punctual features within telic verbs and strengthening the stative versus, dynamic 
distinction. 
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5.1.2 The developmental routes for perfect marking 
This study presents a picture of the development route of perfect aspect. The 
appropriate use rates of perfect marking with the four types of verbs are put in 
descending order: activity verbs, stative verbs, achievement verbs, and 
accomplishment verbs. The uses of perfect with the four types of verbs generally 
develop at similar rates, and no phenomenon of early development or delayed 
development caused by lexical aspect is identified. 
Another significant finding is that perfect markings generally received higher 
appropriacy rate than progressive marking with all four types of verbs across all three 
proficiency levels. It is hypothesized that learners' use of past perfect may develop 
earlier than past progressive. One of the possible reasons could be that learners' use of 
tense-aspect is closely related to their cognitive competence. The unbounded meaning 
of progressive marking hinders it from fast and earlier development. This hypothesis 
should be treated cautiously, and can only be tested in future experiments which 
investigates learners from a full range of proficiency levels. 
5.1.3 Summary 
This study proposes developmental routes of L2 English perfect and progressive 
morphology based on the investigation of instructed intermediate Chinese learners. 
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(i) Progressive marking develops the earliest with activity verbs, then with 
accomplishment verbs, followed by achievement verbs, and finally with states. 
(ii) Progressive marking is NOT incorrectly overextended to states. The use of 
progressive with states lags far behind three other types of verbs. 
(iii) Perfect marking develops better than progressive marking. Its development 
route is not affected by lexical aspect. 
5.2 Answers to research question 2 
Research Question 2: What are the characteristics of the interlanguage aspect 
morphology of instructed Chinese learners? 
The result about the development of progressive marking showed that, for 
Chinese learners who leam English almost exclusively through classroom instruction, 
their developmental patterns resemble those of contact learners and "mixed" learners. 
Instruction of tense/aspect constructions in classroom barely exerted any difference to 
the acquisitional sequence. This finding shows that the acquisition of progressive 
marking may be part of what Van Patten (1990) called "the core of SLA"一learners 
do the same in all contexts, and instruction may change the acquisition rate but not the 
route. 
For native speakers of Chinese, a language significantly differs from English in 
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terms of tense-aspect system, the length of time to achieve target-like grammar have 
been prolonged by the LI Chinese parameters, as well as classroom instruction which 
enforces the focus on formal accuracy without a full understanding of form-function 
mapping. The university students, who have at least low-intermediate proficiency in 
English, still show biased interlanguage affected by lexical aspect. For those high-
intermediate learners, the appropriate mapping between form and function is still not 
within their control. The investigation of the interlanguage progressive morphology of 
high-intermediate learners also revealed a tendency of language fossilization. Without 
appropriate pedagogical treatment, it is very likely that these learners will not make 
any more change to their current interlanguage grammar in which the aspect 
morphology cannot be used to mark all types of verbs productively. 
5.3 Answers to research question 3—part 1 
Research Question 3—part 1: Will enhanced positive evidence, as a kind of 
classroom input, benefit the development of aspect morphology? 
5.3.1 Effects of enhanced positive input on use of progressive marking 
The appropriate use of progressive has undergone significant improvement with 
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all four types of verbs immediately after the treatment. Stative verbs and 
accomplishment verbs received greater improvement than the other two types of verbs. 
Three weeks after treatment, there is a slight decrease in appropriate use rates for all 
type of verbs except states. Stative verbs, the appropriate use of which lagged far 
behind the other three types of verbs, received the strongest improvement in both 
immediate post-test and delayed post-test. For accomplishment verbs, they received 
greater improvement than achievement verbs in immediate post-test, and less decease 
than achievements from immediate post-test to delayed post-test. Also, three weeks 
after treatment, the appropriate use rate of progressive marking with accomplishments 
topped the four types of verbs, higher than activities. It is concluded that 
accomplishment verbs are the first breakthrough~to show effects of enhanced 
positive input against lexical aspect, because the association between 
accomplishments and progressive marking is the second strongest (the association 
between activities and progressive marking is the strongest). It is thus predicted that 
the use of progressive with achievements and states will be as good as activities and 
accomplishments, if more sessions of treatment are administered to learners. But this 
prediction needs to be confirmed in future studies. 
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5.3.2 Effects of enhanced positive input on use of perfect marking 
Though the use of perfect marking is not affected by lexical aspect, the two 
types of verbs—accomplishments and achievements, which received lower 
appropriacy rates in pre-test still showed greater improvement immediately after 
treatment. The enhanced positive input was originally designed to cancel the 
influences of lexical aspect, but it appeared that it facilitates the expansion of previous 
restricted grammar, be it caused by lexical aspect or not. However, a more cautiously 
designed experiment, with control for tense, is needed to test this hypothesis. 
5.3.3 Summary 
Negative input exerts facilitative effects on the learning of English tense and 
aspect, but it gradually loses its power to affect learners when learners have reached 
the intermediate level. That is why many advanced learners of English still 
overgeneralize or undergeneralize some tense/aspect markings under the influence of 
lexical aspect. Positive input is facilitative because (a) positive input is available to 
learners outside the classroom, so can still be used by learners, as pointed out by 
Bardovi-Harlig and Reynold (1995); (b) positive input presents to learners the 
authentic use of tense/aspect markings in natural contexts, thus helps to cancel the 
effects of the One-to-One Principle. In the case of classroom instruction, where 
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negative enhanced input plays the main role, a manipulation of positive input would 
be more beneficial in learning some language constructions. 
In order to facilitate the process of input turning into intake, this study proposes 
four ways to enhance the classroom input. (1) To balance the frequency of each type 
of verb. The frequency of each type of verb used with a certain inflection is biased in 
the natural input, which result in an even more restricted learner's grammar. (2) To 
make the originally weak associations between inflection and verb type salient for 
perception. (3) For a certain inflection, to make the prototypical verbs and the 
peripheral ones equally noticeable for learners. (4) To stress the importance of form-
function mapping. On the whole, the purpose of enhanced input is to present the use 
of an inflection with a full range of verbs, and to attract learners' attention to both 
strong and weak associations equally, rather than trying to replace the strong 
association by the weak ones. 
5.4 Answers to research question 3—part 2 
Research Question 3一part 2: If the enhanced positive evidence does benefit the 
development of aspect morphology, how to optimize the effects of enhanced positive 
input—by explicit deductive instruction, or explicit inductive treatment, or possibly a 
combination of both? 
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All the three treatment conditions have led to significant improvement in the 
appropriate use of aspect morphology, but no single condition is significantly superior 
to the other two in the current experiment design. However, a trend which is in favor 
of the combined method was revealed by effect size. 
(1) The only input treatment, without explicit rule presentation, turned out to be 
the weakest treatment. Learners receiving this treatment showed less 
improvement than the other two groups both immediately after treatment 
and three weeks after the treatment; 
(2) The two treatment methods with explicit rule presentation exerted immediate 
effects on learners' interlanguage aspect morphology. Both "combined" 
group and "rule" group exhibited bigger improvement immediately after 
treatment; 
(3) The treatment which combined explicit rule presentation and inductive 
learning session proved to have lasting effects on learners' interlanguage 
aspect morphology. Three weeks after treatment, the combined treatment 
method demonstrated overwhelming superiority over the other two. 
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5.4.1 Explanations 
The "input" group did not outperform groups with rules, because inductive 
learning based on input only cannot raise awareness as much as, or as successfully as 
treatments with rule instruction. Without explicit rule instruction, learners were 
searching for the rules all by themselves, and there is a fat chance that they 
misinterpreted the input or missed some essential points. Though their attention was 
aroused, there is no insurance that their attention was directed to the right place. 
The explicit deductive rule instruction exerted immediate effects on learners' 
interlanguage aspect morphology, but it also lost effects soon. On the other hand, the 
combination of deductive rule presentation and inductive training not only exerted 
immediate effects, but also retain those effects three weeks after the treatment. The 
longer retention for "combined" group resulted from: (a) the consciousness-raising 
inductive task and follow-up discussion, which facilitated learners' awareness-raising 
process through understanding; (b) continuous after-class input-to-intake processes 
facilitated by the inductive learning skills. The joint effects of the two factors 
encouraged the retrieval of explicit knowledge. 
5.4.2 Summary 
It has been concluded that for the learning of a complex form-function mapping, 
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neither deductive rule presentation nor inductive treatment alone is enough. A 
combination of both methods is the most desirable for immediate and enduring effects, 
because learning to use aspect morphology appropriately involves not only the form, 
but also the prototypical and peripheral examples. However, to decide whether there 
is significance among three conditions, recruitment of more participants and more 
sessions of treatment are to be implemented in future studies. 
5.5 Pedagogical suggestions 
The developmental patterns for progressive markings found in this study hold 
great implications for L2 classroom teaching. With the knowledge of Chinese 
instructed learners' interlanguage in terms of progressive markings, teachers are in a 
better position to revise their teaching plans, by putting more focus on 
accomplishment, achievement, and especially stative verbs, which are not initially 
associated with progressive markings by learners. 
Besides, the different developmental routes of progressive marking with 
accomplishments and achievements evidences that the three-way classification which 
treat accomplishments and achievements as the same group, telic verbs, cannot 
capture the lexical semantic difference between accomplishments and achievements. 
The study lends credence to Vendler，s four-way classification of verbs (Vendler, 
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1967). It is advisable for language teachers to bear in mind the four-way classification 
(states, activities, accomplishments, and achievements) while preparing the classroom 
materials. Also, the seriously underused progressive marking with states, which is due 
to the non-dynamic feature of states and the influences of LI Chinese, suggests 
teachers should put more focus on stative verbs. 
According to the findings of this study, instruction does not change the 
developmental routes of use of progressive marking with four types of verbs; also, 
earlier instruction does not seem to secure better performance of progressive marking, 
as compared with perfect marking, which was formally introduced after progressive 
marking in the classroom. Realizing that some construction is not teachable or 
leamable in a certain period of time is helpful for teachers in making lesson plans and 
taking necessary teaching strategies. Moreover, the use of progressive morphology by 
high-intermediate Chinese students is still under the influence of lexical aspect, 
relevant strategies need to be implemented in the classroom to improve the current 
situation. 
By empirical investigation, this study suggests using enhanced positive input 
which presents learners with a full picture of how a same verb is used in different 
inflections under different conditions. While the enhanced positive input being the 
same, the most beneficial classroom treatment is to combine deductive rule 
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presentation and inductive self-learning to ensure both immediate and durable effects. 
5.6 Limitations 
5.6.1 Participants 
5.6.1.1 For the developmental routes of perfect marking 
All of the participants recruited in this study came from the intermediate level. 
Despite this, learners' use of progressive marking still demonstrated biased 
development due to lexical aspect. However, the case is not the same for learners' use 
of perfect marking. Though it is highly likely that the different picture of perfect 
marking is due to the nature of perfect aspect, which indicates nothing about the 
internal temporal constituency of verbs, one could still argue that there is a stage 
before intermediate level that the use of perfect marking is also affected by lexical 
aspect. The limitation prevents this thesis from drawing a conclusion applicable to 
learners of all proficiency levels. It is hoped that, in future studies, participants from a 
wider range of proficiency levels could be recruited for study, to address this current 
limitation. 
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5.6.1.2 For the perfect-better-than-progressive performance 
Also, it is found that learners performed better in perfect marking than 
progressive marking, despite the fact that they were formally introduced the perfect 
marking later than progressive marking. While it has been tentatively concluded in 
this thesis that it is because progressive marking which conveys unbounded meaning 
is cognitively less recognizable, more evidence of participants from beginners to 
advanced learners is needed for a further conclusion. Besides, in future research, 
distinction in tense could be drawn in both progressive and perfect marking to obtain 
a finer picture of the use of aspect morphology. This present study does not design 
control for tense, because if the variable tense is added, the number of test items for 
progressive and perfect marking in all three cloze tests would be at least doubled (to 
ensure the validity of the test results). This while adding to participants' burden in 
completing the tests, may not be able to elicit production which truly reflects 
participants' tense-aspect using competence. It is suggested tense distinctions could be 
drawn in the ftiture but with a single aspect (progressive or perfect) in one study. 
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5.6.2 Sessions of treatment 
5.6.2.1 For durable effects of enhanced positive input 
Another limitation of this current study is the limited number of treatment 
sessions. As discussed in section 4.4, in the delayed post-test, which is three weeks 
after the treatment, the effects of enhanced positive input on remedying the biased 
distribution of progressive marking did not diminish. It was then concluded that the 
enhanced positive input could remedy the biased distribution caused by lexical aspect, 
even though there were only two treatment sessions. On the other hand, the effects of 
enhanced positive input on perfect marking seemed to fade away after three weeks of 
treatment. Whether it is because the number of treatment session is not enough to 
secure durable effects or there are other factors influencing learners' use of perfect 
marking remains unanswered. If time permitting, a longitudinal study with more 
sessions of treatment is desirable in future to further the discussion. 
5.6.2.2 For deciding the most facilitative treatment 
In section 4.5, effects of three treatment conditions were compared. Though all 
of the three treatment conditions have led to significant improvement in the 
appropriate use of aspect morphology, but no single condition is significantly superior 
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to the other two in the current experiment design, according to the statistics. A look at 
the values of effect size revealed a trend for the combined method to have the most 
desirable immediate and durable effects. It was hypothesized that a combination of 
inductive learning and rule presentation is the most desirable means for directing 
learners' attention to the desirable places effectively and durably. However, this 
hypothesis should be treated with caution without statistical support. To decide 
whether there is significant difference among three conditions, recruitment of more 
participants and more session of treatment are to be implemented in future studies. 
5.7 Suggestions for future research directions 
5.7.1 New variables 
Also, the findings also propose new directions for future research. Firstly, if the 
use of perfect marking is not affected by lexical aspect, is there any other factors 
exerting influences? As presented before, in both pre-test and delayed post-test, 
learners used perfect making better with non-telic stative and activity verbs, but worse 
with telic accomplishment and achievement verbs. Whether this is caused by the 
discourse features or other pre-determined factors awaits future research. 
It is suggested that other variables could be added in future investigations, such 
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as tense distinction, auxiliaries, modals, voice, as well as discourse features like 
adverbials and discourse organizational features, etc. 
For example, adding the variable voice could add another level of difficulty for 
learners. English marks progressive with -ing on the verb. This is only true if the 
sentence is active. The inflection appears on the passive auxiliary, not on the verb, if 
the sentence is passive. For instance: 
He is being bullied. 
There are other ways to increase the complexity for the learners, for example, 
increase the number and type of the auxiliaries present. Whether the presence of 
auxiliaries would affect learners' use of tense-aspect morphology with verbs might be 
worth looking at. 
5.7.2 Instruction order 
As presented in section 4.2.4.2, learners performed better in the appropriate use 
of perfect marking than progressive marking. It seems that the instruction order exerts 
few impacts on the developmental routes. The aspect marker taught earlier 
(progressive marking in this case) does not necessarily get developed better than the 
aspect marker taught later (perfect marking in this case). It would shed light on the 
pedagogical issues if more studies are carried out to find out about the relationship 
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between the instruction order and the development routes of tense-aspect morphology. 
5.7.3 Interplay between LI and lexical aspect influences 
As LI influence being a prominent factor in L2 acquisition, L2 learners are 
under the influences of both LI and lexical aspect in tense-aspect acquisition. This is 
especially true for Chinese learners of English, who are struggling between two 
parametrically different tense-aspect systems. This study has identified an area of 
difficulty for learners caused by the interlay between LI and lexical aspect influences. 
In sections 4.2.2.6 and 4.3.1，it has been discussed that the seriously underuse of 
progressive marking with states is the result of lexical aspect and the difference in 
Chinese and English tense-aspect system in marking the progressive with states. It is 
hoped that this hypothesis would draw forth other research in this area. The interplay 
between LI and lexical aspect influences will surely be an interesting issue to look at 
in the future. 
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Instruction: Using the words in parentheses, complete the text below with the 
aoDroDriate forms. . 
Example: 
1. I (study) Spanish for three years. Now I can understand 70% of the 
Spanish news. 
2. Last night, everything (seem) very quiet and peaceful. 
Key: 1. have studied 2. seemed 
1. My grandma (be) married for more than 50 years. By the time 
that she was thirty she (give) birth to six children! These rules 
(change) a lot since women's liberation. My life will be very 
different from my grandmother's. I am going to be a doctor. I (plan) 
for that ever since I was a child. I may not even get married! That is something that 
my grandmother never could have thought of when she (grow) up. 
2. The wind (blow) hard while I (swim) in a 
lake yesterday afternoon. I caught a cold. I (feel) even worse this 
morning. The headache (kill) me. 
3. So far, the enemy (attack) our country five times. Many 
soldiers have died trying to defend the country. Recently, more and more soldiers 
disobeyed the orders and surrendered to the enemy. It's said that the general 
(lose) control of the army. 
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4. Three years ago. My boyfriend left me, I lost my job, and my dog died. I 
(feel) suicidal for a moment. But I decided to cheer up when I saw 
the sentence "living is for everyone". The bitter experiences (turn) 
me into a stronger person you see today. 
5. I (have) a serious cold for two weeks. It's not getting any better. 
I (try) different medicines, but none of them worked for me. 
6. Right now, Liam (sit) with the owner of the inn, Tarn. They 
(discuss) the differences between life in England and life in Nepal. 
Tarn (speak) English very well and he (try) to 
teach Liam some words in Nepali. 
7. 
-A: I hate the weather here in Seattle. It (rain) for two weeks! 
-B: Don't forget to take your umbrella. It (rain) hard again. 
-A: Can we not go to the party? 
-B: Oh, you (be) foolish. You just don't want to meet your ex-
girlfriend. 
8. When I (wake) up this morning, I found that the snow did not 
stop. It (snow) all night! What's more, the snow 
(freeze) up my car engine, so that I had to walk to my office. 
9. Yesterday, Johnny ran into Kelly while he (walk) outside. They 
(know) each other for over fifteen years. They still get together 
once a month. 
10. According to the weatherman, right now we (have) a heat 
wave. The temperature (be) 32° C for three days. 
11. Lewis has been swimming for twenty years. By now, he 
(swim) in every ocean in the world. 
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13. The bus was stopped by the police when it (move) from 
Shenzhen to Guangzhou. 
14. My car (work) for years. It (break) down 
three times this week. I drove it to the nearest garage. Mr. Kong 
(repair) it now. 
15. Mary is a chocolate-lover. She (love) chocolate since she was 
a little girl! 
16. A Brief Story of Time is a great book. I (read) it for more than 
five times! The first time I read it was two year ago. Since then, I 
(fall) in love with science. 
17. The baby seems to have a good sense for music. Look, he 
(nod) to the beat of the music again! 
18. We have been waiting in a restaurant for over half an hour and nobody 
(take) our order yet. I think the waiter (forget) 
us. 
19. The Titanic (cross) the Atlantic when it 
(strike) an iceberg. 
20. I did not sleep well last night, because the heavy rain (hit) the 
windows for the whole night! 
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Appendix B一Immediate post-test 
I ^ , � t h a th i t th t … . 出 th 
Instruction: Using the words in parentheses, complete the text below with the 
appropriate f o r m s . , 
. i. 
Example: 
1. I (study) Spanish for three years. Now I can understand 70% of the 
Spanish news. 
2. Last night, everything (seem) very quiet and peaceful. 
Key: 1. have studied 2. seemed 
1. -Interviewer: Justin is a fantastic writer. He (write) ten very 
creative short stories in the last year. Justin, can you tell us more about your works? 
-Justin: Sure. I (travel) to Tibet several times. I love that place and 
I hope you will love it too after reading my new book. So far, I 
(finish) two chapters of the book. 
2. "Welcome to the vineyard. Please follow me as we tour around. What you 
(see) now is Bushvine Mourvedre, the best selection of 
grapes...Please try this wine...What you (taste) is the wine 
produced by our own vineyard. How do you like it?" 
3. Three days ago, someone broke into Kate's house while she and her husband 
(sleep). A car was stolen. Kate is scared and she 
(have) difficulty sleeping at night these days. The police started to 
track down the criminals after they (collect) the prints. They 
arrested one of the thieves today while he (buy) food. 
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4. By the time I got to the office, the meeting (begin) without me. 
My boss was furious with me: "You (be) late to work too many 
times this month. You are fired!" 
5. Tonight I was at the Skate Park. A teenage boy (throw) rocks, 
bottles and pretty much anything else he could get at cars and busses passing by. He 
(continue) to terrorize for almost one hour until I threatened to 
call 911. After that, he (kick) a tree for about ten minutes. 
6. Lisa (enjoy) the acrobatic show ever since she was a child. 
Right now, Lisa is watching such a show in a theatre. The acrobats look very young. 
The girl (dance) on the shoulders of the boy while the boy 
(ride) a bicycle. 
7. Yesterday, I stopped at a Chinese restaurant while I (drive) 
home. The traditional Chinese noodles (smell) delicious. The 
photo-wall in the restaurant showed the guests who (dine) there 
before. 
8. A plane fell into the sea on Thursday. The Flight 1549 (fly) 
from New York to Los Angeles. It went down five minutes after it 
(take) off. A report suggests that Flight 1549 may (hit) a flock of 
birds. 
9. Human beings (become) more and more powerful in the past 
few decades. Man (walk) on the Moon. Scientists 
(invented) smart machines. People could have never thought of 
these before. 
10. Although the price (remain) lower than average for three 
months, the sales volume does not increase. The media (report) 
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that the sales performance (fall) off a cliff since Mr. Stone took the 
office. 
11. We had a dancing party last night. Although Dave (dance) from 
midnight till dawn, he still looked very fresh this morning. 
12. There is a sign in the plane that reads: "when the plane (take) 
off or (land), you're not allowed to use the toilet." 
13. She (join) the company more than ten years ago. She 
(work) in almost every department. Nobody knew the company 
like she did. 
14. When Melanie (come) into the office yesterday, her eyes were 
red and watery. I think she (be) crying. 
15. Today is the second day of my trek around Mount Annapuma. I am exhausted. 
My legs (shake) and my toes (bleed), but I still 
want to continue. 
16. Jonny, I can't believe how much you (change) since the last 
time I (see) you. You (grow) at least a foot! 
17. I'm sorry I can't hear you because everybody (talk) so loudly. 
18. The professor stopped and said, "Suyi, you (be) very rude to 
make a phone call during a lecture!" 
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Appendix C—Delayed post-test 
Instruction: Using the words in parentheses, complete the text below with the 
appropriate forms. 
Example: 
1. I (study) Spanish for three years. Now I can understand 70% of the 
Spanish news. 
2. Last night, everything (seem) very quiet and peaceful. 
Key: 1. have studied 2. seemed 
1. Uncle Ben (achieve) a lot in his life. He made a billion dollars 
from nothing. But he (suffer) from heart disease since he was 30. 
One day, he (get) dressed when he felt a sharp pain in his chest. 
The doctor said his heart should be transplanted. By the time when a suitable donor 
heart was found, he (undergo) many medical surgeries. 
2. Julie had been walking for hours when she suddenly noticed that the sun 
(sink) in the sky. She (think) about an 
important decision she has to make. Things (not be) the same 
between Julie and her fiance, David, since he accepted a job in Paris~a large company 
(offer) David an important position that would require him to 
move to France. Julie and David (know) each other for 8 years, 
and (be) engaged for three months. Lately, though, their 
relationship (become) stormy. They (argue) a 
lot. She (start) to wonder was she ready to say goodbye to the first 
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man she (love) in her life? 
3. It is a nice Friday night. My dad (paint) a picture while I 
(read) a novel on the bed. Suddenly, he asked: "how do you find 
the book?" He (sit) with his back to me, and I 
(give) him no sign of my occupation. I think he has eyes on the back of his head. 
4. Patrick (have) a car accident. That's why he is in the hospital. 
He (play) PSP at the back seat of a taxi when it crashed with a car. 
The taxi driver did not see the other car coming because he (face) 
the other way. The driver of the other car drove home so drunk he did not even realize 
he (crash) his Bentley into another car. After the surgery, Patrick 
gained consciousness. He said he felt as if he (sleep) for several 
days. 
5. While my mother (pack) the bags, I (look) 
for our passports. The flight was going to take off in three hours. My father 
(pace) up and down anxiously in the room. "Someone 
(took) my wallet", my mother shouted. Lately, she 
(be) very forgetful and short tempered. 
6. -A: I (watch) a movie when the light went out last night. 
-B: Which movie did you watch? 
-A: Shutter island, acted by Leonardo. 
-B: I (watch) that before. He (be) in a lot of 
movies. 
7. John heard a knock at the door while he (talk) on the phone 
with Mary. He thought it might be a salesman and did not answer it. Relentless, the 
person outside continued to knock. He said to Mary: "Please hang up. Someone 
(knock) at the door. I have to answer the door". 
182 
8. When I (start) up my washing machine it 
(begin) to wash a little bit but then it stopped and started to blink 
'T02". It hasn't stopped yet. I don't know what it means when "F02" 
(blink) on the washing machine. 
9. British scientists claim they (find) the main cause of depression. 
They examined 21 people who (suffer) from depression during 
their lives. They concluded that gene is responsible for the functioning of the brain. 
Currently they (write) a book about the findings. Now, scientists 
(understand) more and more about the causes of regular diseases. 
10. I am 12 years old. I have just entered a new secondary school, but I find I 
(have) a lot of trouble settling in these days. There is lots of 
homework to do. When I was in the math class I felt like my head 
(explode). I (talk) to my mother about dropping out of school. But 
she won't listen to me. 
11. Mount Everest is the tallest mountain of the world. It's hard to say how many 
people (reach) Everest's summit so far, since the number 
(change) every year. At the end of last year, around 1500 different 
climbers (complete) a total of over 2,000 climbs. 
12. -A: I caught a bad cold yesterday. 
-B: Oh, I am sorry to hear that. 
A: I (cough) frequently this morning. I (feel) 
bad now. Why won't this cough go away? 
13. Mia (sing) Love is Blue again. She 
(prepare) for the performance tomorrow. She (sing) this song three 
times in the two hours! 
14. "You are always coming late to the meeting! I (tell) you many 
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times that this meeting is important. I don't care if you (miss) the 
bus this morning. You are fired!" 
15. My mother (eat) the dinner when I (come) 
back. She asked me to sit down and have something. I said: "I'm not hungry. I 
(eat) already." Then, my father came back after he 
(walk) the dog. 
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Appendix D—Input I 
Instruction: 
Below are 12 groups of sentences. The sentences in each group employ a 
same verb, but the verb may be used in different verbal morphological forms in 
different sentences. Please (a) read through the sentences in each group; (b) 
identify the verb shared by all the sentences in each group and write it down in the 
parenthesis; (c) underline the morphological forms of the same verb in each 
sentence; (d) identify the terms of those morphological forms; and (e) identify the 
reasons why the verbs are used in those forms. 
, ‘ . 
. igga Jiia ^Mm 
Example: 
Group 1 ( ) 
1. My car suddenly broke down last weekend. I have to take a bus to workplace 
this week. 
2. My car has broken down three times this week. 
Answer: 
Group 1 (break down) 
1. My car suddenly broke down last weekend. I have to take a bus to workplace 
this week. 
2. My car has broken down three times this week. 
Explanation: The verb shared by this group of sentences is break down. In 
sentence 1, it is used in simple past form—broke down, because the action 
happened in the past; in sentence 2，it is used in present perfect form—has broken 
down, because the action has happened for several times by the time of utterance. 
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Group 2 ( ) 
1.1 hate the weather here in Seattle. It has rained for two weeks! 
2. Don't forget to take your umbrella. It is raining hard again. 
3. It rained last night. 
Group 3 ( ) 
1. Technology is changing the art. We can now appreciate music by our cell phones. 
We don't know what is the next change brought by smart phones. 
2. These rules have changed a lot since women's liberation, 
3.1 went to a hair salon and changed my hairstyle yesterday. 
Group 4 ( ) 
1. I wish I could go out with you, but I don't have time now. I am working on my 
paper. 
2. Taylor has worked in education for 17 years. 
3.1 worked ten hours yesterday. 
4. My car has worked for years. 
Group 5 ( ) 
1. Looking into his eyes, I know he is telling the truth. 
2.1 told her you were coming. 
3. See, I have told you to watch out ahead of time so that you are not unaware. 
Group 6 ( ) 
1.1 feel terrible. The headache is killing me. 
2. The murderer was caught when he was killing the lady. He tried to drown the lady. 
The lady was rescued and sent to the hospital later. 
3. The fire yesterday killed 24 persons in three hours. 
4. The chain murderer has killed 5 students in a row. We have to catch him before the 
next tragedy happens. 
Group 7 ( ) 
1. The wind was blowing hard while I was swimming in a lake yesterday. 
2. Lewis has been swimming for twenty years. 
3. By now, Lewis has swum in every ocean in the world. 
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Group 8 ( ) 
1. The bus was stopped by the police while it was moving from Shenzhen to 
Guangzhou. 
2. Several successful American companies have moved their headquarters overseas in 
recent years so that they can avoid hefty U.S. taxes. 
Group 9 ( ) 
1. Mary is a chocolate-lover. She has loved chocolate since she was a little girl! 
2. He loves pigeons. He always feeds them in the park. 
3. This is the time I have my breakfast at McDonald this month. Fm lovin' it! 
Group 10 ( ) 
1. Three years ago. My boyfriend left me, I lost my job, and my dog died. I was 
feeling suicidal for a moment. 
2.1 caught a cold yesterday. I felt even worse this morning. 
3. After eating the noodles cooked by my mom, I'm feeling a little bit better now. 
Group 11 ( ) 
1. The baby seems to have a good sense for music. Look, he is nodding to the beat of 
the music again! 
2. After Monica answered the question, the professor nodded her head in agreement. 
Group 12 ( ) 
1. The first time I read it was two year ago. Since then, I had fallen in love with 
science. 
2. He fell in love with her at the first sight. 
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Appendix E—Input II 
Instruction: 
Below are 8 groups of sentences. The sentences in each group employ a same 
verb, but the verb may be used in different verbal morphological forms in different 
sentences. Please (a) read through the sentences in each group; (b) identify the 
verb shared by all the sentences in each group and write it down in the parenthesis; 
(c) underline the morphological forms of the same verb in each sentence; (d) 
identify the terms of those morphological forms; and (e) identify the reasons why 
the verbs are used in those forms. 
Example: 
Group 1 ( ) 
1. My car suddenly broke down last weekend. I have to take a bus to workplace 
this week. 
2. My car has broken down three times this week. 
Answer: 
Group 1 (break down) 
1. My car suddenly broke down last weekend. I have to take a bus to workplace 
this week. 
2. My car has broken down three times this week. 
Explanation: The verb shared by this group of sentences is break down. In 
sentence 1, it is used in simple past form一broke down, because the action 
happened in the past; in sentence 2, it is used in present perfect form—has broken 
down, because the action has happened for several times by the time of utterance. 
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Group 2 ( ) 
1. Yesterday, Johnny ran into Kelly while he was walking outside. 
2.1 turned and walked a few paces, and I saw this building. 
3. Twelve people have walked on the Moon. 
Group 3 ( ) 
1. We have been waiting in a restaurant for over half an hour and nobody has taken 
our order yet. I think the waiter has forgotten us. 
2. He took an envelope from his inside pocket. 
Group 4 ( ) 
1. She is appreciating the beautiful scenery on the top of the mountain and has 
completely forgotten how tired and hungry she is. 
2. We have been waiting in a restaurant for over half an hour and nobody has taken 
our order yet. I think the waiter has forgotten us. 
3. I forgot my raincoat yesterday, and I forgot the car keys today. I keep forgetting 
things. I think my brain is really forgetting a lot! 
Group 5 ( ) 
1. The Titanic was crossing the Atlantic when it struck an iceberg. 
2. John is a sailor. He has crossed the Atlantic twice. 
3.1 crossed the street after the green light was on. 
Group 6 ( ) 
1.1 repaired my TV set by myself yesterday, but it can't be turned on again today. 
2. Mr. Kong is repairing my TV set now. 
3. Since you have repaired my TV set, there is no need for me to buy a new one. 
Group 7 ( ) 
1.1 have tried different medicines, but none of them worked for me. 
2. Tarn is now trying to teach Liam some words in Nepali. 
3.1 could not get in the room. I tried the doors, but they were locked. 
Group 8 ( ) 
1. Shakespeare lived four centuries ago. 
2. In the recent years, people in Iraq are living in fear of the war. 
3. He wrote me a letter and said that he was living a life of luxury in Australia. 
4. I've lived in New England all my life. 
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